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ABSTRACT
A mismatch between the goals of parents and school is one
reason for failure of alternative programs. Such programs should
have clear goals and communicate them effectively to prospective
parents. Programs should also assess parents' goals for their
children and thus the likelihood of their being suitable for the
alternative program.
The eight year history of one alternative school, The New School
of Monmouth County in New Jersey, is studied in depth. Attention
is paid to the initiation stage of the school and then to the
implementation and maintenance of this particular alternative. A
number of detailed case histories of families from the school are
given as evidence of the relationship between a matching of goals
and the parent satisfaction with the program.
A pre-interview questionnaire was developed for use as a vehicle
for assessing goals and educational philosophical beliefs when
parents
initially contact an alternative program. Use and results of
this
questionnaire, within the particular alternative school are
examined.
The findings and conclusions are related to the wider field of
alternatives program and suggestions made for future research.
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CHAPTER I
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AN INTRODUCTION
A more open or informal approach to education has been tried in
many forms and with varying success and failure for thirty or more
years. In the past ten years alternative programs have become common
both within public schools and the private sector. The nature of
these programs varies but they have in common the desire to offer a
more total, individual education for students involved and the
element of choice for parents and/or students. In his introduction
to Free the Children
,
Allen Graubard (1972) states:
The forming during the past few years of several hundred
' new schools ' sharing to various degrees a commitment to
libertarian methods, significant student and parent
participation in decision making and an articulate
opposition to the methods and spirit of normal public and
private school education is sometimes called a 'movement'....
The key to these institutions is that they are almost always
the result of voluntary grassroots efforts to build schools
where children and young people are not oppressed by the
arbitrary discipline and total power characteristic of most
public schools and where the possibilities for experimenting
and searching for new and better ways for children to live
and learn can be explored. (Introduction)
Despite their high ideals many of these programs fail, or are modified
drastically within the first year or two, to the point where they
ultimately offer little alternative to the original traditional
structure. Deal (1975) reports
By about 1970, all schools had gathered enough momentum for
some enthusiastic educators to predict that a movement had
been launched which would supplant conventional secondary
schools within a decade. Since that crest, however, the wave
1
2of educational reform has receded, leaving in its wake
disillusioned and frustrated educational idealists, a large
graveyard of expei r mental schools and some schools still
functioning in name but merely disguising highly conventional
practices with a once—worn cloak of innovativeness. A
handful of alternative schools continue to grope forward
in the spirit of the original break from tradition. (p. 2)
Obviously enthusiasm is not enough. Many schools have not been
able to carry through on the high ideals with which they started out
and have either reverted to a more traditional structure or ceased
to exist. In many cases alternative programs fail or suffer because
they do not meet the goals of the people choosing that program and
the choice for the program was made without adequate understanding
of the aims or nature of that particular alternative. This study
addresses that problem.
One way to educational reform is through the existence and
growth of alternatives. However an essential factor, in establishing
a successful alternative program, is the communication of the goals
of that program to the parents or students interested in opting for
an alternative. Reciprocally, it is essential for parents to com-
municate their expectations for an alternative program. Skager (1973),
in a report on the Los Angeles Alternative School, notes the
evaluators found that:
Most parents in the school wanted open-education, where the
teacher plays an active role and it was the view of the senior
member of the evaluation team that, ’this finding reveals a
most significant schism in the early development of the school.
The conflict of values between advocates of activist open-
structured teaching and learning and those who favor the
free-school approach of waiting for the child to begin to
seek out the learning opportunities available has been, and
remains, a decisive factor within the school. One cannot
help but suspect that this same value conflict will be
3encountered by other alternative schools in the district
and by the alternative school movement in general. (p. 4)
Although many alternative schools and programs are started, they lack
some of the qualities that will help them to continue and succeed.
One of these qualities appears to be a sharing of common goals and
ways of achieving them and a communication of these between program
and parents so that the end result is a clear understanding and
acceptance of the program by the parents.
The New School of Monmouth County is a private alternative school
which has been operating successfully since 1969. As such, it offers
an opportunity for study with regard to the reasons for its contin-
uity and success when many other alternative programs have ended. The
Director, as one of the founders of the school, has had the oppor-
tunity to observe firsthand the school's development and make an
assessment of the factors that have contributed to its success. It
seems on examination that one major factor in the school's development
and stability is the parents' close involvement with, and support of,
the school's program. Problems have arisen when parents have not
completely understood the philosophy of the school and have had
different expectations from those set forward by the school. In turn,
a lack of match between parents' and school's philosophy has resulted
in inability on the part of their child to show growth in terms of the
school's goals. Differences in philosophy between the school and
prospective parents need to be identified.
During the The New School's development and establishment as an
alternative, the director has had contact with many parents having
4and expressing a variety of needs for themselves and their children.
As the director became more experienced in meeting with parents, she
began to establish mental guidelines for assessing a family's
suitability for the school. Stumbling blocks to communication became
evident as repetitive patterns of response to the school's operation
began to emerge. As these were assessed and assimilated a formula for
presentation of the school's philosophy, in a question form, began to
develop. It is this formula that has been gradually organized into a
pre-interview questionnaire (to be described later)
. This will be
given to parents to complete prior to their enrolling a child.
Naturally, any program will evolve and change in its actual
operation but frequently basic assumptions about how children learn
and about how they should be handled, are not clearly defined by the
school or agreed to by the parents and this causes a built-in-failure
factor for the program as reported earlier by Skager. Even when an
agreement in philosophy exists, much has to be done to facilitate
understanding of the implementation of the philosophy in practical
terms, making an on-going parent-teacher education program desirable.
However, without basic parent agreement with the philosophy of the
program, there is no premise from which to work. Graubard (1972)
recognizes this when he says:
In a community school the quality and continuity of the
program will depend first upon the dedication, skill and
maturity of the staff; secondly, on constant efforts to
set forth official policy in detail and in writing and
finally, upon the involvement of key parents and students
in decision making. Where discipline has few economic
sanctions to support it and not established tradition, an
experienced leadership and mutually agreed upon codes and
contractual arrangements are the only substitutions. (p. 56)
5Graubard's idea seems very obvious and it could be said that
parents are unlikely to choose a program without agreeing to the
philosophy, however, this is not always the case. Many people choose
alternatives because they offer a way out of something else they do
not like, rather than because they positively want what the alterna-
tive had to offer. In speaking of free school people, Graubard (1974)
says, "They need to band together not only because of the things they
hate but because they share certain values." (p. 155) Other people
are willing to agree with a briefly stated philosophy in order to
secure a place in something "new," and "innovative" or "experimental"
program, believing everything will work out as time goes by. Still
others believe that what they do not like, they will change once
they have acceptance in the program. The result of these varying
motivations is often a group of people all trying to move in differ-
ent directions.
By studying the development of The New School and the building
of parent cooperation and support throughout its eight years, it is
possible to see a relationship between parent understanding of the
school’s philosophy and their continuing support and participation in
the program. A relationship can also be made between parent support
and their child's growth in terms of the school's goals.
Through a presentation of a history of The New School, several
detailed case histories of families attending and relevant data,
(such as parent interviews, conference reports and evaluations) it
will be demonstrated that problems occur when goals are not clearly
defined and when different goals are important to parents from those
6important to the school. The latter situation sometimes results in
parents trying to change the philosophy of the schoo] but more usually
in their withdrawing their children from the program. Another result
is that their children may experience difficulties within the school
structure. Many problems related to the survival of alternative
programs could probably be avoided if a more detailed analysis were
made of parent and school goals and expectations before acceptance
into a program is arranged.
Definitions
Certain terms will appear throughout the study and can be
defined as follows:
Alternative program is an educational program (public or
private) that is offered as an option for students and parents. It
is a program that varies from the other existing programs in a school
district and embodies more decision-making powers for the teachers
and students involved.
Initiation State (of an alternative program). The beginning
of an alternative program when a group is coming together—defining
goals and operation of the program and establishing a philosophy.
Implementation Stage (of an alternative program) . The stage
at which an alternative has established goals and guidelines and is
operating within them, without major changes in philosophy.
Success (of an alternative program) is established when the
program continues beyond two years without being drastically changed
or compromised due to internal conflict.
7Success (of the child) is measured in terms of the child's
ability to work effectively within the program, to grow academically,
socially and emotionally from whatever starting point he/she was at
when entering the school.
Values and Goals (parents' and school's) are the fundamental
r
feelings that exist about how children learn and should be treated.
They include aims for those children in terms of accomplishments.
frfatch (between parents and schools) include enough agreement
on fundamental values and goals to establish a working relationship
without sufficient conflict to affect the child.
The Purpose of This Study
The purpose of this study is to document and analyze one alter-
native school's experience from its initiation through the implemen-
tation stage. First the study focuses on one specific problem, that
of a mismatch in basic educational goals between parents and school.
Secondly, this study presents an instrument, in the form of a
pre-interview questionnaire, to be used when people are applying to
place their children in alternative schools. It is proposed that the
questionnaire should provide a vehicle for identifying values and
goals for alternative programs, as held by the parents seeking the
alternative, and thus help those running the program.
In the course of fulfilling the aims of this study, the following
questions are specifically addressed:
81. How does the problem of mismatched goals arise in the
Initiation stage of an alternative school and how does this affect
the direction of the school?
2. During the implementation stage of an alternative school,
what relationship is there between the parents' support of the
alternative and the child's growth within the program?
3. How can a parent questionnaire used at the implementation
stage address the issues and facilitate better communications between
program and parents?
4. How can the experiences in the one school studied affect
more general theory and practice?
Statement of the Problem
The initiation of many alternative schools program has been
studied. Problems in getting alternative programs recognized, funded,
staffed and supported have been documented. There is a need, however,
to study the implementation stage of an alternative program. A
certain amount of tension, disagreement and changes in organization
are inevitable at the initiation stage of an alternative problem as
the program takes shape and those responsible for the program refine
their ideas, goals and general philosophy. Once the school or program
is established and has reached the implementation stage, its contin-
uance is dependent on a number of factors including attracting
sufficient students, maintaining competent teachers, adequate funding
and supportive parents. This study is concerned with the issue of
9parent support for an alternative. One of the major problems causing
lack of support is a school-parent disagreement over philosophy.
This disagreement is the result of a mismatch in parent and school
goals. Those enrolling children in alternative programs may conceive
the program in completely different terms from what actually exists.
Many alternative programs close because parents become disillusioned
and withdraw their children. Skager, in the Evaluation of the Los
Angeles Alternative Schools (1973), reports the following findings:
Interviews of parents who had withdrawn one or more children
from the school revealed the most common source of dissatis-
faction to be fundamental disagreement between parents and
staff concerning instructional philosophy. (p. 19)
One major cause of disagreement is a lack of effective commun-
ication between parents and educators. In many cases, philosophy is
stated in vague terms. Those involved feel that all that is needed
is some alternative and anyone interested will fit into whatever
philosophy evolves.
Deal, writing in Failure of Alternative Schools (1975), talks
about alienation as a primary motive for seeking an alternative.
There are many reasons why people seek alternative schools, both
public and private. An overwhelming reason seems to be, as Deal has
suggested, a dissatisfaction with the existing system. A negative
reaction against that system as opposed to a positive opting for
another form of education often prompts people to seek alternatives.
The obvious danger in this is that people have many varied
reasong for being dissatisfied with an existing educational system.
The reasons for dissatisfaction have not, in essence, any connection
10
with one another in terms of moving in a new direction to find a
satisfactory alternative philosophy.
Jonathan Kozol (1972) says:
The term free school is used very often in a cheerful but
unthinking way, to mean entirely different kinds of things
and to define the dreams and yearnings of entirely disparate
and even antagonistic individuals and groups. (p. 7)
A group coming together to start an alternative program (parents,
teachers, or a mixture of both) or parents seeking to enroll their
children in established alternatives, may have very different goals
for that program.
Another contribution to the problem is the lack of realization
that any structure, or lack of structure, needs definition and perhaps
the biggest contributor to the problem is the false belief that the
aims and ideals of everyone seeking an alternative can be met within
a single alternative. Graubard (1974), in writing about free schools
as an alternative, states that: "People often have differing ideas
about the school even within the generally shared free school frame-
work and these differences frequently lead to serious conflicts."
(p. 48)
The problem addressed here is the failure of alternative schools
to communicate their goals to parents and to acquaint themselves with
parents' goals. There is a need to devise a way to insure a match of
goals. Thus far, no such way has been devised and documented.
11
Methodology r.r.d Procedure
This study involved the author in three distinct research
activities. First, it was established that there is evidence in the
literature on alternative schools and programs that the problem exists
of a mismatch in the goals of parents and program. (Kozol, 1974;
Graubard, 1972; Skager, 1973) The extent to which this is problematic
in alternative programs and the ways in which the problem has been
addressed in practice, has been examined.
Secondly, specific data are presented on the problem drawn from
one particular alternative program: The New School of Monmouth
County. (The New School is a private elementary school in New Jersey.)
Specific case histories of families who have encountered difficulties
with the school are documented by the school's director. The results
of these difficulties are presented in terms of parent and children's
reactions and the steps taken to resolve difficulties. The observer-
participant approach was used by The New School director for this
study and her personal experiences and observations during her involve-
ment with the families studied are documented as they occurred. The
names of the families and the specific children have been changed to
protect their privacy. The director has had the opportunity to
observe each family first hand since she is reponsible for recruiting
new families into the school. In four of the five cases cited, the
director was also the class teacher for at least part of the student s
time at The New School. The materials for these case histories are
drawn from application forms (see Sample Form Appendix A), teachers’
12
conference reports to parents, parents' communications with the school
such as letters, telephone or personal conversations, and direct ob-
servation made of the student. Naturally this approach is a subjective
one but it also provides a personal and long-term observation of each
case study and affords opportunities for in depth study that an
outside observer might not have enough time to execute. In his
defence of The Case Study Method in Social Enquiry
,
Stake (1977) says
that "our methods of studying human affairs need to capitalize upon
the natural powers of people to experience and to understand." (p. 2)
Case histories give people just the opportunity because actual cases
can be related to the readers own experiences and parallels drawn from
them. Through the case histories a gradual development of guidelines
for effective matching of goals, is shown. A match in basic goals is
vital to the successful continuance of a family in this school and to
their child's success in terms of the school's goals. These findings
and conclusions are related to the large problem of finding ways for
alternative programs to succeed.
Finally, using the guidelines established over a period of time
in both The New School and other alternative programs, a questionnaire
has been developed to be used in assessing applicants' suitability for
an alternative program. This is used at The New School but will also
be useful to other alternative program situations. The questionnaire
attempts to assess school and parent goals and make a match between
families and the school.
13
Significance of the Study
This study examines a problem not presently addressed in the
literature on alternative schools and provides an instrument to be
used to identify matches in goals within an alternative program. The
questionnaire form attempts to formul ize much that is presently done
on an intuitive basis by people involved in alternative programs.
A considerable amount of the material for the study will be
drawn from an operating alternative school and as such will provide
evidence of actual problems encountered in that program. Since the
director has worked in the case program over an extended period of
time, the study can reflect the need for an instrument to measure a
match in goals and how a set of guidelines has evolved over a period
of time in that particular school.
The questionnaire produced by this study could pinpoint areas
where basic differences in philosophy occur which might cause trouble
later in the parent-school relationship. It will be useful to any
optional alternative program seeking equilibrium between parents and
program, and wishing to avoid difficulties that could ultimately
threaten the duration or nature of the program.
Limitations of the Study
This study will be concerned with only one of the problems
encountered by alternative programs—namely that of finding a match
in goals and philosophy between the program and those parents
interested in participating. It will examine the effect of a lack
14
of match in goals and estimate the contribution of this problem to
the failure or weakening of an alternative program. This study will
not deal with other kinds of problems (e.g., technical, financial)
that may contribute to the failure of programs although the author
recognizes such problems. Evidence for the problem under examination
f
will be drawn from accounts of many alternative programs, available
in the literature, but chiefly from the author's first-hand experience
at The New School of Monmouth County. Ways of dealing with this
problem will also be directly related to the methods used at The New
School for selection of program participants. The study will be
limited by the bias of the author since she is directly involved with
the school and policy making decisions and also personally involved
with the children used in the case studies. The case study method is
also limited in that it gives a substantial amount of information
about a small number of people who are studied in depth and does not
give broad-range information about a wider population.
Although this study (and the resulting interview) will be
relevant to many alternative programs (since it stresses a match in
goals and not a specific set of goals), it will be limited to
alternatives where a choice is involved. It will be significant
only in situations where parents and/or students are not arbitrarily
placed in a program, but are choosing it instead of other programs
also available to them.
15
An Outline of Following Chapters
£h.§Pter a review of the literature pertinent to this
subject with a focus on the alternative school's movement and its
development in the public and private sector. Evidence of the problem
r
to be examined will be drawn from a variety of sources within the
literature
.
Chapter III will be concerned with the problem in the particular
setting of The New School. The growth of The New School will be
described and the influence on that growth of mismatches in goals
between parent and program.
Chapter IV will continue the study of the particular case
school by the presentation of a number of case histories drawn from
families within the school. A set of guidelines will be developed
for effective matching of parent and school goals.
Chapter VI will summarize the findings of the study, draw
conclusions about communications of goals and aims within an alter-
native program and suggest recommendations for other alternative
programs
.
CHAPTER II
A REVIEW OF THE LITERATURE
The purpose of this chapter is to explore what has been covered
in the literature with regard to one of the problems in alternative
programs, namely the difficulties caused when these programs do not
meet the expectations of those involved in them. This mismatch in
goals is seen as a major contributing factor to the failure of
alternative programs. The field of both elementary and high school
alternatives has been explored, although the main case history to be
used for the purpose of this dissertation is an elementary school.
Despite obvious differences in elementary and high school functioning,
common factors exist in establishing and maintaining both elementary
and high schools as alternatives and, therefore, evidence from high
school programs is useful in the examining of participants’ expec-
tations and the matching or non-matching of goals. Both public and
non-public alternatives have been included in the survey of literature.
Again, although differences between public and private schools are
pronounced, the common element of choice (participants choosing the
alternative, and in some cases alternatives choosing participants),
is felt to be the crucial factor in this study. Some general liter-
ature on communication will be included since the primary outcome
of this dissertation is to produce an instrument to effectively commu-
nicate goals and expectations.
16
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Finally, some examples will be given obtained verbally in
discussions with the directors of alternative schools, as valid
evidence for support of the hypothesis that a mismatch in goals
causes problems. Very often schools actively involved and success-
fully operating as alternatives have little time to record their
evolution and problem-solving in written form. Many times the
outcome of a problem is recorded, such as a change in operation, or
reallocation of power, but not the events leading to the change.
Alternative programs will be examined from an historical
perspective in relation to the problem or failure of such programs
(or in some cases the reason for success) and then present situations
will be examined.
An Historical Overview
There had been a major change in emphasis in alternative
schools during the past ten years, although historically the movement
has roots that go back further. Based a great deal on John Dewey's
ideas about how children learn and should be treated, there was an
upsurge of private alternative schools during the 1920's and 1930's.
Most of the schools were based on a reaction against traditional
ways of observing and teaching children. Consequently, Dewey's phil-
osophies were often misused rather than appropriately applied and in
a number of instances, the only definite structure in a school was a
complete lack of structure. Dewey (1938) clearly recognized this,
when commenting on the progressive movement, he said,
18
There is always the danger in a new movement that in
rejecting the aims and methods of that which it would
supplant it may develop its principles negatively rather
than positively and constructively. Then it takes its
clew in practice from that which is rejected instead of
from the constructive development of its own philosophy...
Just because traditional education was a matter of routine
in which the plans and programs were handed down from the
past, it does not follow that progressive education is a
matter of planless improvisation. (pp. 20, 28)
The Eight Year Study (Aiken, 1942) is a documentation from the
1930 s which compared the college records of students attending
alternative schools (private and public) with those who attended
traditional school, and it came out strongly in favor of the non-
traditional, finding that in comparing 1500 sets of students, those
from the non- traditional schools did as well or better, whether
evaluated traditionally with grades and exams, or personally by
professors, peers, or themselves. Despite the note of optimism
struck by this study, the 1930’s movement was countered and quickly
died in the public panic over suspected wide-spread permissive wild-
ness in classrooms and general lack of learning. Those who opposed
progressive education and demanded changes would point to the failure
of these educational methods, which made the basic fallacious
assumption that the methods were widespread! Failure of such schools
as did exist was due in part at least to an apparent mismatch in goals
between educators and parents; also the battle of responsibility
versus license, and a definite breakdown in communication between
educators and the general public. Dewey (1938, p. 40) says that one
of the factors which makes progressive education harder than tradi-
tional is the extra "tax" on the educator, and one of the taxing
19
responsibilities has to be in the area of communication. The educator
must take responsibility to see that he/she communicates what is
happening, which means making sure the other person understands the
theory or process and is not merely told or asked to observe and
left alone to work out what is happening and why. ' (Combs, 1974)
A few alternative schools (private) survived from the 1930'
s
progressive period and exist to this day without a major change in
philosophy. One of these is The School in Rose Valley, which owes
much of its success to a close ongoing relationship between school
and parents and a working towards common goals.
Talking about the period during the Depression when the school
lost many students, Grace Rotzel (1971) says,
In our third year enrollment decreased ... In some cases it
was parents' disaffection with anything remotely exper-
imental or an uncertainty about anything new... in other
cases it was a definite disagreement with our program...
We were sympathetic with these parents; they had genuine
reasons for withdrawing their children and the children
couldn't flourish if their parents were worried.
We were steadied by the fact that the founding parents
whose children started in the youngest group and remained
in the school, held fast to their educational insight and
common sense. . .A tene t of the school was that parents
should be vitally connected with its problems and during
the Depression this parent/ school relationship was unavoid-
able... The School in Rose Valley came to be known as a
'place where parents could work and were needed. (pp. 26-27)
The Swing Between Traditional and Progressive
Although countered in the United States by the Sputnik era
demand for a more technological education, many of Dewey's ideas
took root in England and together with other developing influences,
20
would gather and impact the United States again in the late 1960's
and early 1970's with the open classroom movement, which, like the
earlier progressive movement, was widely and wildly publicized,
assumed to be many things it was not, including widespread (in
public schools). This was countered by a "Back to Basics" thrust
in the mid-1970's. True alternative schools however, need to involve
an element of choice for participant, and therefore in the strictest
sense, the majority of open classrooms were or are not alternative
situations, since most schools do not give parents choices for
placing or not placing children in their open classroom program. A
few exceptions to this will be discussed later.
The 1950 's
The 1950 's was not a flourishing time for alternatives except
the few private schools established in earlier times. These include
The Francis Parker School in Chicago and Fieldston in New York City,
as well as The School in Rose Valley. In their brochures both Francis
Parker and Fieldston emphasize the need for common goals between home
and school. Fieldston interviews parents individually, stresses the
activities of its Parent Teacher Association, and expects to cooperate
with parents as "a group of liberal, community-minded people interest-
ed in artistic and intellectual pursuits." (Hechinger 1968, p. 127 )
Established as a progressive experimental school in the early part of
the century, it is certainly not trying, in 1978, to be all things
to all people.
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Francis Parker, in Chicago, still emphasizes the experimental
open nature of its approach to education. Their brochure (1978, p. A)
states, "the school believes that the best education can occur only
when home and school work together for the fullest possible develop-
ment for the child," and being part of the school, for parents, means
joining the Parent Association and being involved with school
happenings
.
These schools were successful when they first began (Dewey,
1915, used Francis Parker as one of his primary examples in Schools
of Tomorrow ) , and are still successful today because basically they
offer what their parents seek, and seek parents who want what they
offer.
The I960* s
The 1960's began a different era for alternatives and saw the
founding of hundreds of alternative schools, mostly outside the public
school system. In the early Sixties a lot of push for alternatives
was linked with the Black push for equal rights, and many "Freedom
Schools" were founded in the South, and then in the late Sixties,
schools were formed in the North also.
It was during this period that many radical counter-culture
groups formed and created schools. These were often influenced by
educational ideas from England—some from the impact of the Plowden
Report and the Open Classroom ideas, but mostly from Summerhill, a
private school in Leiston, England. Established nearly forty years
earlier, its radical approach to children and education fitted well
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into the climate of American counter-culture and anti-militarism of
this period. A.S. Neill, the founder and director of Summerhill,
felt strongly about parent choices and considered Ms role as mainly
inefficient if parents did not support the school’s philosophy and
methods. He has stated,
In general, though, I cannot complain about parents of my
pupils. Most of them are with me all the way. One or two
timorously doubt, but continue to trust. I always tell
parents quite frankly what my methods are. 1 always tell
them take it or leave it. (Neill 1960, p. 329)
The key words here are "trust" and "frankly." Neill is honest about
his school's aims and operation and in return expects trust . He
gives many examples of pupils for whom the school did not work because
the parents were not supportive; among them,
A boy whose father was against Summerhill but gave way for
the sake of peace never made substantial progress here
because he knew his father really disapproved. (p. 337)
...it is hopless to try to cure a problem child when
the home retains the atmosphere that made a child a
problem. (p. 338)
While enormous interest was generated in English methods through
Featherstone ’ s articles in The New Republic (1967) t and later the
writings of Beatrice and Ron Gross (1970), and while many educators
were travelling to England to study the primary schools, writings
about American education were on a downward, very negative trend.
John Holt's How Children Fail (1964), Herbert Kohl’s 36 Children
(1967), and Jonathan Kozol's Death at an Early Age (1967), all pointed
out the failure of the public school system and the suffering of
children at the hands of the system, and Silberman's Crisis in the
Classroom (1970) documented clearly the failure of public schools.
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A few examples of alternatives existed within the public schools’
system at this time, The Philadelphia Parkway Programs School Without
Walls being perhaps the most publicized. Most alternatives were
springing up as a negative reaction to the public school system and
an attempt to excape from it, or in some cases, to present a challenge
for it.
Non-public Alternative Schools
Most of the alternative schools came together with common
dislikes, but differing philosophies as far as the operation and
planning of a school were concerned. Jonathan Kozol in Free School
(1974) documents the problems caused by the conflicts in aims and
goals among those who found and ran alternatives. Kozol feels very
strongly that free schools cannot be all things to all people and in
fact, he says that not clearly defining aims and goals and rejecting
these who do not fit into that framework will threaten the school.
The following quotes from Free School give a feeling for one of his
major themes— the need to be definite about aims and goals and strong
to defend them.
The term free school is used very often in a cheerful but
unthinking way, to mean entirely different kinds of things
and to define the dreams and yearnings of entirely disparate
and even antagonistic individuals and groups. (p. 7)
Free schools as the opposite of public schools implies not
one thing but 10 million different possibilities. Those who
intend to build one strong and honest structure of their own
creation. .. have got to be prepared to be not only clear but
also sometimes merciless, sometimes obsessive even in the
lucid and inexorable repetition of the values and the
purposes by which they live and labor. This is what we
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like, and this is the kind of place that we are going to
create.
If you like it, join us. If you don't, go someplace else
and start a good school of your own. (p. 56)
Many of the free school people have been far too frightened
of the accusation of being headstrong, tough, authoritarian,
and by direct result have tried too hard to be all things to
all potential friends and allies. (p. 57)
The thing that is important is that some of the free schools
have been able to resist or to transcend large number of
these problems. They do it, for the most part, by remain-
ing small, declaring their own position in political and
pedagogic terms with absolute precision and no hesitation.
(p. 66)
Kozol's feelings are echoed time and again by many people who
have had experience of founding and running alternatives. Documented
accounts of individual free schools are as infrequent as one would
expect, most people running schools do not have time to document their
experiences. A noted exception is George Dennison, whose book.
The Lives of Children (1969), is a detailed account of the day-to-day
workings of an alternative school. Because of the nature of the
school, Dennison was not subject to the parent pressure present in
many alternatives, but he clearly recognized the need for support and
understanding of the program. He explains initially how the teachers
went to individual families in the neighborhood to acquaint them with
the school's aims and philosophy, slowly building trust and support
for the program (p. 31). And later in the book he talks about parents'
hopes for their childrens' education, which are often expressed nega-
tively— "I hope the school won't harm my child." He comments,
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Yet the idea of planning schools around the lives of parents
as well as children—and I do not mean involving parents in
their children s activities, or in adult education— is to
rarely mentioned that one would suppose it were anathema.
(p. 213)
Allen Graubard, in his book, Free the Children (1974), devotes
a whole chapter to the achievements and disappointments of alterna-
tive schools. He talks a good deal about the high expectations of
those founding alternatives in the hope of creating a whole new
culture, and says they can expect nothing but disappointments.
Basically these schools failed because they lacked specific aims,
and parents who got restless with what was happening (or not happen-
ing) to their children, withdrew them.
The significant number of schools that close after a year or
two are evidence of some general failure. .. Certainly schools
that fold up after one or two or three years are not great
successes in that they haven’t built up enough support,
dedication, commitment, or whatever to assume even a shaky
existence. (p. 168)
Graubard documents accounts of some specific schools that failed and
comments on:
"parent alarm at general deterioration"
"much ill will and resentment"
"bad image of free schools"
"bad feelings arise among people as views about what
should be done bring into conflict very deep beliefs
and hopes"
"parents withdraw their children under a barrage of recrim-
inations" (pp. 172-175)
He feels strongly that the question of purpose (for a school) focuses
attention on crucial aspects of what would count as success for new
schools (his emphasis). Again it comes back to the basic premise
of a
school Iden t ifying its goals and aims and then communicating them
effectively to those wisl ing to be part of that program.
Graubard's book is the one detailed account of the "Free School
Movement," but much information on the flow and ebb of alternatives
outside the system can be found in the New Schools Exchange , a news-
letter created in 1969 to be a source of communication for free
school people. This newsletter carried many accounts of free school
difficulties arising from a lack in match of goals. A typical exampl
is the Laurel Free School. In writing in the New Schools Exchange
Newsletter, Barbara Eley talks about the school, started in the fall
of 1971,
Because of our lack of definitions about who we were, what
we wanted to become and more importantly, how we were to
go about it, much of the first year was spent encountering
our strengths and weaknesses as individuals while collec-
tively draining our souls relating to the fears and
insecurities of particular families.
She goes on to comment,
I know the reason that we made it was because at the most
basic levels, most of us were together ... two families who
had locked us in unmutual struggle, left.
She concludes her article as follows:
My greatest concern at present is with parents. If Staff
and parents are not mutually seeking the same quality of
involvement and commitment with each other and the children
as Laurel becomes more and more of an 'institution,’ there
is a danger of less and less significant interaction, leaving
parents to communicate with staff only when there are
problems. Our solutions so far have been to organize an
alternative education course involving every parent at some
time during the year and the parents themselves have grouped
to deal with specific issues. (N.S.E. Newsletter, Issue 115)
27
They clearly see the need not only for common aims in establishing a
school, but good communications to maintain a working relationship
between staff and parents as the program continues.
The New Schools Exchange also publishes a school directory
and the latest update of this—the result of an extensive question-
naire will be published in April, 1978. In the questionnaire
preamble the appeal to alternative schools to share information about
their operation and reasons for success was urgently expressed:
What has not been well documented is the story of the
alternative community schools, of their strengths and
needs and of the considerable promise which they hold as
a source of solution to the complex problems of our
pluralistic world. At a time when we lack positive models
it is vitally important that we document and promote
alternative methods and begin working toward dessimination
of locally controlled alternatives to a broad range of
communities across the nation. (New School Exchange, June
1976)
The free school wave of schools was a wave that broke and
washed out again. Schools that survived without compromising were
close-knit establishments who had defined clearly their goals, objec-
tives and limitations and had taken stock that the people going along
with them felt the same way. Conversations with directors of several
surviving alternatives have revealed the following points as essential
to the survival of such schools:
1. People running alternatives must be definite about what
they are and are not offering.
2. People seeking alternatives must value what is being offered.
3. They must have a willingness to follow through on the phil-
osophy at home.
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4. They must have an on-going involvement with the school
in some way through participation and support. (Ele;
. 1976; Kozol,
1974; Graubard, 1974)
Many successful alternative schools are clear-cut in their expecta-
tions for parents. The following quotes from a number of schools
give a feeling for the schools' concern for close parent contact and
communication.
Both parents must visit the classroom for the whole day before
considering enrolling a child. They must feel comfortable
with what they see, like the interaction, and feel ' this is
a special place where my child could really grow.*
-Raintree School, Ringwood, N.J.
Parents are called upon for insights important to knowing
and understanding the children and they are invited to
participate in the on-going educational dialogue that
keeps the School's ideals fresh and alive.
-The Common School, Amherst, Mass.
We strive to maintain throughout the school a happy, non-
competitive relaxed atmosphere
—
parents are expected to
take an active interest in the school
—
(we) seek to guide
children and parents towards an enlightened and more mature
understanding of extracurricular and social activities.
-Walden School, New York
Parents are 'very supportive of the school—eager to learn
as much as possible but not wanting to interfere with
running it.' -City & Country, Manhattan, N.Y.
Emphasis is on parent cooperation and follow-through on philos-
ophy which, of course, implies an understanding of commitment to the
aims and goals of the school. In talking with the directors of both
The Common School (in Amherst, Mass.) and The Fayreweather Alternative
School (in Cambridge, Mass.), it was found that their experiences
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during the development of the school were extremely close to the
director’s experience dm ing the development of The New School of
Monmouth County. Each school had started off wanting and welcoming
parent participation, suggestions, ideas of every kind. Each had had
the experience of powerful but misdirected parents who had threatened
the stability of the school because they were dissatisfied with its
functioning and wanted to change the emphasis of the school to align
more with their way of thinking. In each school, this had been
solved after many painful meetings or encounters with these specific
parents. The staff helped them define their role clearly and firmly
or asked them to leave on the grounds that the school could obviously
not meet their expectations. Eventually, in all three schools, a
policy was developed to separate the educational from the administra-
tive functioning so that parents (with the exception of those who
might be teachers in the school) would not make educational decisions.
At the same time, close educational contact was established through
parent conferences and parent meetings to insure a continuing communi-
cation of aims and goals for the school’s program.
The crest of the wave of alternative private schools seems to
have been about 1972. The original optimism was that these schools
would drastically affect the public system by taking from it innovative
teachers, parents and children. Estimating that the number of alter-
native schools would reach 25 - 30,000 by 1975, Mike Rossman in an
article "Projections on the New Schools Movement in the New Schools
Exchange Newsletter , Issue 52, comments that,
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Free schools will quickly become a major alternative to the
public system and drain from it more and more of its
innovative teachers, responsive kids and certain classes
of parents, hip-liberal in the main. To this extent the
public system will grow even less adaptable, polarization
between the system and its alternatives will deepen and
grow bitter, in style and politics!
In an excerpt from his book, On Learning and Social Change
(1972), appearing in the Newsletter
,
Mike Rossman is quoted as saying
that free schools are "a transitional institution that will simply
multiply to saturate their niche in the American institutional
ecology." He continues by saying, "that whether individual free
schools persist or disappear is not important as long as each provides
an integral period of experience for all its participants. Free
schools are best seen as Kleenex institutions to be made, used and
discarded." Gradually, the articles in the New Schools Exchange began
to reflect the demise of many of the free schools, their ultimate
impact being, not the paralyzing of public schools by detracting from
their numbers, but the influence on them (public schools) to start
alternatives within the system.
The 1970*5
During the early 1970's many alternatives started within the
public school system. Although public alternatives had existed before
this time, the early 1970's saw a tremendous increase in such programs.
In the Public Alternative Schools National Directory (1974)
published
by the National Alternative Schools program at the University
of
Massachusetts (Amherst), of over 550 schools listed, less than 16
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percent had been in existence for four years or more. Some free school
people felt that the move toward public alternatives vas a betrayal of
the ideal and beliefs of the original alternative movement. In the
94th Issue of New Schools Exchange Newsletter in an article on
"Options in Public Education" by Bob Barr, the formation of the
National Consortium on Options in Public Education was discussed. Barr
reported that.
The New School Movement has suddenly gone public and much to
the alarm of Free Schoolers a significant shift has occurred
in the direction and scope of educational reform in this
country.
Barr discussed the "surprising antagonism from some Free School enthus-
iasts who argued that we had stolen their ideas and co-opted their
movement," but goes on to state that although it is difficult to work
through the public system, it is the only chance of giving options to
the majority since most cannot afford the luxury of private alterna-
tives and those alternatives not supported by the rich are plagued
constantly by financial problems not present in public alternatives.
Public Alternatives
Whereas many private alternative schools during the 1960 ’s had
hoped to revolutionize the educational system, now that hope, if it
still exists, lies with public alternatives. Widespread attention has
been given to public alternatives from a variety of sources. In a
1977 report on Alternative Schools by the Department of Health,
Educa-
tion and Welfare, several factors regarding public alternative
schools
were documented. Here we note that the recommendations
from the
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Bicentennial Conference on Secondary Education included one to
increase community involvement in alternatives. In Ue same report,
the International Consortium on Options in Public Education (ICOPE) is
reported as saying, "The alternative schools concept is an important
part of the program in many school districts and its significance is
growing..." The report stresses the fact that the public’s percep-
tion of alternatives is an important factor and their acceptance can
be improved by good communications; however, very often mandatory
programs for problem students or programs little different in format,
but anxious to be thought innovative, will label themselves alter-
natives and thus cause confusion.
Much of the literature on specific alternative schools deals
with high school programs. Many evaluative reports have been made
of alternatives after they have been operating one or two years, and
these are a valuable source of data.
In a study of the Los Angeles Alternative Schools in 1973,
interviews with parents who had withdrawn children from the school
revealed that the most common source of dissatisfaction was "a funda-
mental disagreement between parents and staff concerning instructional
philosophy" (p. 78). Apparently, the parents and staff had the same
goal initially— to develop responsibility in the children to enable
them to take initiative for their own learning. However, the imple-
mentation of this goal became a matter of dispute. The teachers saw
their role as passive facilitators, available when the students needed
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them. The parents wanted activist teachers who would take positive
steps to involve their children in learning experiences. The report
states:
It appears therefore, that the way in which one major goal
of the school was implemented frustrated what was, for a
significant number of parents, a primary expectation about
the nature of the instructional progress. (p. 87)
Interesting to note is the fact that not many reasons given by these
parents for initially enrolling children in the Los Angeles Alternative
School had to do with specific expectations about the school. Negative
reactions to previous school experiences seem to have been the domi-
nating motivating factor for most parents in this group.
Even parents planning to keep their children at the school (and
this was the majority) had concerns about organization, more definite
aims and closer teacher-parent communications about the children and
their work. The evaluators warned that "if it turns out that a
significant number of children do not get involved in academic
learning then the staff and at least some of the parents may be on a
potential collision course." (p. 101)
Another problem with choosing alternative education is recognized
in a Phase I report (1973) on the School of Experimental Education
(S.E.E.) in Toronto. Simon Roger reports that the students had
chosen the school and slightly more than half the parents supported
their child's choice of S.E.E. because of the child’s previous diffi-
culties in school, rather than because they understood and agreed
with the educational concepts of the school. In the evaluating
questionnaire sent to parents at the end of the first year, many had
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complaints about academic requirements, work habits and preparation
for higher education. This would seem to suggest the t parents should
have been more closely involved with choosing the program and better
acquainted with its aims before enrollment.
In his paper to the Canadian Education Association, "My
Encounters With Alternative Education," (1973), John Fitz emphasizes
that alternative schools should reflect the growing demand for
diversity and plurality, be carefully planned and emphasize cooper-
ative relationships. He suggests that screening include interviews
with students and parents and involve both investigating the expec-
tations of students and parents, and describing the educational
programs offered. In exploring schools' problems, he states that
sometimes screening is haphazard and selecting students who can best
benefit from a particular alternative should be given higher priority.
He also talks about the problem of programs getting "poor images"
as "dumping grounds" for problem children. Fitz feels this situation
is directly related to a poor communication of program goals and weak
public relations.
However, many of the specific progress reports on public
alternatives are very positive and reflect the general success of the
programs and satisfaction of the people involved. But these reports
always emphasize the programs' clearly stated goals as one of
the
reasons for their success, and a close working relationship
with
parents in establishing and maintaining these goals.
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In the Eastside School in Eugene, Oregon (1976), a steering
committee of parents and other community representatives was formed
to assist the administration in making decisions about the operation
of Eastside. Parents’ obligations were outlined as follows:
In addition to committee responsibility, parents are
expected to be supportive of their child’s choices within
Eastside ’s unique learning environment. Parents are also
encouraged to work closely with their child and his/her
teacher in planning how best to pursue the educational
goals of the school. (p. 72)
Parents in this alternative school have a good chance to help formu-
late educational goals and policies, but are expected to support their
child within the daily functioning of the school.
In all accounts of successful alternatives the stress is on
clear-cut goals which are communicated to parents to enable them
and/or students to choose or reject that alternative.
Very little evidence exists in the literature on alternative
schools concerning screening process for selection of alternative
programs in public schools. Most schools generally offer an open
enrollment or lottery system with the choice being left to the parents
or student. In a National Alternative Schools Program Survey (1974),
it was reported that 50 percent of alternative programs used a lottery
or open admissions policy, 48 percent had defined criteria for
admissions, and 37 percent relied on referrals. The option to select
students is frequently not available for teachers or administrators.
If they did select, they could examine goals and expectations and
possibly screen out those whose needs could not be met by the program.
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In the study on the Los Angeles Alternative School, already
quoted, a questionnaire after one year asked for parent views on the
school and also posed questions about parents’ earlier expectations.
These parent expectations had not been explored in advance and many
misconceptions had arisen. Perhaps if the expectations had been
sought in a questionnaire prior to enrollment, some of the problems
could have been avoided.
At the TaJawanda High School in Oxford, Ohio the administra-
tion gives questionnaires to parents prior to admission and again
when their child has been in the school for some time. This helps
the administration to keep in touch with parents’ ideas and expecta-
tions
.
Many programs, however, rely entirely on parents or students
to make the choice of an alternative based on a detailed description
of the programs, expectations and goals. This is probably possible
when a variety of alternatives are available, each clear-cut in its
program aims. But when perhaps only one alternative is available,
parents may view it as "better than the structured system," even
though they may not be in complete agreement with the aims. It
appears from the literature that school districts offering a variety
of alternative programs have fewer difficulties meeting the expecta-
tions of those enrolled in them. The alternative (as in the case of
many elementary schools) that has a multi-faceted approach, might
have more problems in finding a match in goals between participants
and those running the programs, because it may not be clear as to
0
exactly what goals the program can meet. A vehicle for examining
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expectations of those entering alternatives would be useful, especial-
ly as alternative programs become more established over a period of
time and seek to refine rather than change their goals. Alternative
elementary schools, it would seem, have a particular need to examine
their goals in relation to the goals of those choosing their program
and there are several reasons for this. First, elementary schools
are frequently more encompassing in their aims than high school
programs, which have possibly specialized and concentrated on serving
one set of students. Consider for example the Quincy High School's
alternative program in Quincy, Illinois. There are seven high school
programs set up to meet the following criteria:
1) Traditional School - a regular high school with fifty-five
minute classes and grades.
2) Flexible School - a flexible schedule, advisors develop
programs with the students which include community involvement,
special seminars and field trips.
3) A Project to Individualize Education - provides individual
study contracts and emphasizes personal growth and understanding.
4) Fine Arts Schools - centers on visual arts, music, drama,
broadcasting and modern dance.
5 ) Career School - provides part-time work and on-the-job
training.
6) Work-Study School - provides an individual curriculum
for
students holding regular jobs or engaged in sheltered work experi-
ences. Low achievers and potential drop-outs are helped
to develop
0
self-concept and group identity.
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7) Special Education School - stresses practical vocational
training and independent living skills. (Davis, 197S.
With the exception of the vocational aspects of these schools,
frequently, in schools such as Fayreweather
,
Massachusetts; The
Common School, Massachusetts; and The New School, New Jersey, an
attempt is made to meet the aims of almost all the seven high school
alternatives in one alternative elementary school. For example, some
students would be working on an individual contract basis, there would
be field trips, and community involvement for everyone. Emphasis on
the development of a good self image and responsibility to the group
would be important goals. Individualized curriculum including much
exposure to all forms of the arts, would be yet another aim of many
alternative elementary schools. This multifaceted approach sometimes
makes a concrete commitment by parents to the philosophy a more
complicated process because only a vague general impression may exist
of the school. Secondly, parents are often at the last resort stage
with high school students and will be happy to have their children in
any program which seems more conducive to regular school attendance
and student satisfaction. Thirdly, parent dissatisfaction and
non-support of a program is less likely to have a direct effect on the
students' attitude if the student likes the program. In an elementary
program parent non-support will almost invariably effect the
student's
performance (e.g., Raintree School, New Jersey; New School, New
Jersey).
Public alternative elementary schools fall into two
categories—
the completely separate school, such as St. Paul
Open School m
0
St Paul, Minnesota, and the Evergreen School
in Hartford, Connecticut,
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and the alternatives within the schools often termed "Open Class-
room. The St. Paul's Open School iri Minneapolis runs a very "open"
but successful program. The school's philosophy write-ups includes
such statements as, "The whole environment of the school reflects
the theory that learning occurs most naturally during periods of
intense involvement." (Brochure 1973) The description stresses
that there are no required courses, students choose among many acti-
vities offered, and emphasis is placed on their interest. Despite
this freedom, the program is successful. This is probably related
to the fact that parents can choose this school.
The general open classroom wave in elementary schools, although
never widespread, has ebbed. This is perhaps a good thing, since in
many cases it was imposed and reaction against it sometimes caused
more academic structure than existed previously. One example is the
Holmdel public school district, where The New School is located. In
the 1971-1972 year a full-scale attempt to implement open classroom
resulted in a public uproar. A Citizens' Advisory Committee on "Open
Space" was set up to report to the Board of Education (December,
1972). They described the introduction of the open classroom as a
"public controversy" and expressed their criticisms as follows:
If there was one overall fault with the initial implemen-
tation of open education in this district, it was the
serious lack of communication at all levels which resulted
in much misunderstanding.
The committee went on to explain:
It appears to the committee that the initial decision to
build an open space facility at the Village School was more
6f an architectural one than an educational one. The grade
level at which it was introduced was based on pupil count
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rather than upon educational objectives. Inadequate advancedplanning resulted, among other things, in insufficient
teacher preparation, citizen unawareness, and the absence of
many necessary instructional materials. (p. 5)
The committee could have added, "and no choices for parents or
teachers." Even so, the lack of communication was the vital factor.
The author, as a consultant involved with the school prior to the
start of the 1971-1972 school years, suggested both choices of tra-
ditional and open for parents and teachers. She suggested that if
this were not possible, then parents should have involvement in the
open classroom development. No parent orientation was arranged, and
the enraged parents group was the result.
At the end of their report, the citizens' advisory board's
recommendations stress communication,
There must be on-going communication among the Board of
Education, the administration faculty, and the community
—
parents whose children are involved in open education for
the first time should receive an advanced and explicit
orientation and there should be regular communication with
all parents throughout the year ... teachers should be
encouraged further to explore other new ways to communicate
with parents. (p. 5)
Despite these fairly positive recommendations, the thrust of the open
classroom was lost, the open space remained, and a few isolated
practices, but generally nothing like the innovations that were
envisioned. In contrast, Roland Barth, one of the most successful
principals in establishing changes in his school while still main-
taining harmony, is adamant about alternatives existing within a
school and not as separate schools, a move he feels can potentially
result in polarization between groups. In an article in National
Elementary Principal (1974), Barth describes his policy at the
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Anglier School. He says, "Every spring, teachers ask parents, 'Do
you have any strong feelings about the kind of classroom in which
your child will best flourish?'" (p. 18) Barth feels strongly that
for the child to learn and be free from anxiety, a match in goals
should be found between parent and teacher.
One of the most important things a principal can do is to
achieve an optimal match each September between teacher,
child and parent. The teacher can then teach in a manner
closely approximating her values. At the same time, parents
are able to have their children in a learning environment
approximating their values.
. . .Children undoubtedly learn
more once they are removed from the anxious position
between disagreeing adults. (p. 18)
Again, his focus is on parent involvement and choice.
One big difference between the 1930' s thrust for progressive
education and today's move toward alternatives in the emphasis on the
role of parents in making choices for their children and their power
in helping to create options where they do not already exist. In
Kappelman and Ackerman' s book, Between Parent and School (1977), the
authors say that parents need this book for "Parent Power," which
they define as: "The ability to know what is needed, to recognize
what is lacking, and collectively to demand and facilitate the acqui-
sition of those services needed to give every child the education he
or she deserves." (p. 5) The authors emphasize the parents' rights
to have the kind of environment they want and need for their children.
Emphasis on adequate communication is made when the authors address
the problem of educational jargon—how it is used to place a barrier
between school and parent, hinder communication, and thus avoid the
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problem at hand. Breaking down this jargon barrier is thought, oy
them, to be essential to good communication. (Chapter 24)
Another recent book is Gordon and Brevogel ’s Building Effective
Home-School Relationships (1976). Recognizing the parents’ enescap-
j
able role as teacher to their child, the authors emphasize the need
for a partnership between school and parents, a two-way street of
communication. Another aspect of parent involvement discussed by
Gordon and Brevogel, is the parents’ role in decision making. The
authors assume that the book's audience (professional, parent or lay
person) wants to work toward a cooperative endeavor between home and
school, so they immediately address the issue of goals. They ask,
"What are the parents’ goals? What are the school's goals? How can
they be met? How can everyone know they are being met?" (p. 19)
Scribner and Stevens, in Make Your Schools Work (1975), suggest
ten plans of reform, one of which is the Autonomous-School Plan, which
would turn over control of the school to the parent body if an approx-
imate two-third majority wanted the school that way. Parents not
wanting to be part of the plan would be given options for their
children at other schools. Parents in the "autonomous school" would
be elected to a governing board and work together with parents and
teachers to define a set of simple goals for the school and evaluate
those goals at the end of a year.
In summary, many educators and administrators (Barth, 1974,
Scribner and Stevens, 1975; Gordon and Brevogel, 1976) are
hopeful
about parent effectiveness in changing and choosing
schools.
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Advocates of freedom schools and other politically based institutions
usually feel that their parent groups have to establish separate
institutions because as minorities they are impotent within the
system, but they are still advocates of parent power, their right
to choose and the importance of the choices being in line with person-
al philosophy and expectations for their children. (Kozol, 1974)
Mario Fantini is perhaps one of the most ardent advocates of
alternatives within the public system. He is dedicated to the ideal
of free public education. In the introduction to his book on
Alternative Education (1976), he poses the question, "Is there a way
that we can deal with the problem constructively while also satis-
fying the three major criteria: educational soundness, economic
feasibility, political viability?" He feels that the answer lies
within the system and that offering options within public schools
will satisfy the need for greater variety and plurality in the educa-
tional system, without limiting the choices to a few (those with
special political needs or with money). Fantini, having personally
worked through a situation involving his own child in a New Jersey
public school, and having pushed and eventually won an "option" for
his child and others, feels strongly that parents can be a major force
in creating options for their children. In Public Schools of Choice
(1973) Fantini describes various public school districts that have
instituted alternatives within their system, including Berkeley,
California, and stresses the power of parents to push for alternatives
and their right to choices—whatever those choices might be
including
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the traditional. Fantini has received some criticism from ardent
supporters of the free school movement as a vehicle for radical
reform (including Herb Kohl), because Fantini is not viewed as a
revolutionary and tends to accept whatever changes are possible,
trusting that the initiation of options will eventually open up the
public system, however gradually. He is concerned to avoid aliena-
tion. "How can public schools be reformed without dismantling the
existing structure or alienating any of those who are part of it?"
Fantini says that the purpose of his book is
to present a reasonable and constructive plan for reform
of public education that respects the rights of profes-
sional and laymen alike— that reform proposals cannot
be carried through by being shoved down people's throats.
(pp. 253, 254)
He continues to say that he feels that 60 percent of Americans still
want traditional education and will not be changed by being told that
their ideas are outdated. Instead, he feels that giving options to
the other 40 percent will open up and perhaps eventually change the
educational system.
After eight years of running an alternative school, the author
has to agree with Fantini. Radical alternatives were started and
operated in a vastly different way from the public system. They
allowed much more freedom for children and encouraged a variety of
teaching and learning styles, yet still educated in the sense that the
children graduated at least as capable and knowing in traditional
areas as their public school counterparts. Initially the author
thought people would be converted to more informal education by
the
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evidence of these results, but it does not work that way. People
not only need to be satisfied and comfortable with the outcome of
education, but with the process. If this process involves aims and
goals not implicit in families' lives, there will be a severe mis-
match and the alternative will not work for anyone.
Having examined the pertinent literature regarding alternative
programs, one particular private school that has been in existence
since 1969 will be examined. In what follows, we will view a brief
history of the school's development, and then examine several case
histories in detail to explore the hypothesis of this study. The
analysis of the internal workings of alternatives is an excellent
opportunity for the use of case studies as a valid form of documen-
tation. In this case, both the school, as an institution, and
individual families will be used as case histories. The whole move-
ment towards alternatives, although based on sound education theory,
is grounded in practicality. Most of the energy generated in
alternatives, public or private, is applied in practical ways, and
therefore, anyone hoping to contribute to the knowledge and experience
of that movement should do so in a down-to-earth realistic way, with
real accounts of actual experiences, their outcome and implications.
Stake supports the case histories as a valid method in social inquiry
(1977) on just these grounds.
I claim that case studies will often be the preferred method
of research because they may be epistemologically in harmony
with the reader's experience ... one of the more effective means
of adding to understanding ... for all readers will be approx-
imating through the words and illustrations of our reports
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the natural experience attained in ordinary personal involve-
ments. (pp. 1,2)
Stake goes on to say that the value of specific case studies is that
they are concerned with "perceptions and understanding that come
from immersion in and wholistic regard for the phenomena." (p. 4)
They deal with reality and are readily understandable by a wide
audience. Case histories are often lively and readable. They
evoke in the reader a response as they recognize similar occurren-
ces in their experiences and are promoted to say, "That's exactly
what happened to me," or "I had much the same experience when...".
This author has seen a pattern develop both with the individual
case histories used and in other cases not quoted, but experienced,
and has found amazing parallels of experience among other directors
of other alternative programs.
Summary
Generally the literature supports the hypothesis that without
a match in goals, an alternative program is likely to develop diffi-
culties with those involved, both students and parents.
There is evidence of many alternative schools outside the public
system that encountered problems with differences in philosophy and
found they could not function without drastic changes in organization
or personnel. Within the system (public alternative schools) there
is less evidence of failure due to philosophy disputes.
However,
this is an emphasis on the need for clearly defined goals
and good
communication of the goals. This suggests that the possibility
or
differences in the area of philosophy has been recognized and
accounted for by having expectations clearly developed.
The literature suggests that usually choices as to who parti-
cipates are the perogative of those entering a program, and not
those running the program. A move towards equality of responsibility
for these choices is thought (by the author) to be preferable in
helping alternatives programs to be more successful.
CHAPTER III
THE GROWTH OF THE NEW SCHOOL
The purpose of this chapter is to recount a brief history of
the development and growth of The New School at the initiation stage
both in terms of its educational philosophy and the school's relation-
ships with parents. This chapter will respond to the first question
posed in Chapter I, How does the problem of mismatched goals arise in the
initiation stage of an alternative school and how does this affect the
direction of the school?
The start of the school will be recounted as a break away from
another "free" school which was less democratically structured in
administration and very unstructured in educational approach. The
reasons will be examined for the break with the original school and
show the problems caused by lack of communication and differences in
parent expectations and goals.
Next, it will be shown how some problems with parents occurred
during the school's first years as The New School, how these problems
were handled, the effect on staff and other parents and the changes
in policy that resulted from having encountered these problems.
Finally, The New School's philosophy will be summarized in
relation to other alternative schools, to give an idea of where
The
New School exists in the whole spectrum of alternative
programs.
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The Movement Towards Alternative. Schools
The nineteen sixties saw the beginning and growth of literally
hundreds of alternative schools, free schools, "Summerhill" schools;
whatever their names, they represented the feeling of unrest and the
spirit of innovation of that time. There was a desire to no longer
attempt to adjust and alter and adapt existing structure, but to begin
again in a very radical way with separate institutions, different
grouping of children and adults, new ways of doing things, no pre-set
structure, little organization, just a driving feeling that things
could and should be better for children in a learning situation.
Graubard (1972) reported:
over the past few years, a small but rapidly growing number
of people have despaired over the possibility of substantial
changes with the public system. .. consequently
,
a phenomenon
known variously as 'free schools' or 'new schools' or
'alternative schools’ has emerged. The founding during the
past few years of several hundred ’new schools.' (Introduction)
The Initiation Stage
One such innovator was a parent steeped in "Summerhill"
philosophy and an avid quoter of John Holt's ideas and suggestions.
In 1969 she decided to start her own school. In her words,
for my own kids so they will no longer have to be victims
of the system. Other parents who feel the same as I do,
can join me if they wish and together we will provide a
sane, caring place for our children. (Conversation with
parent March, 1969)
This charismatic and hard driving woman, who had read every-
thing she could find by such authors as Holt, Dennison, Neil, and
Dewey, soon had a number of other parents as enthusiastic as
she.
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Describing how children learn naturally without pressure she found
many supporters. She felt children should not have to learn what they
did not want to know. They should have the right to choose how they
learned, with whom, and who taught them. Something close to hatred
for public school drew these people together. They talked at length
about the destructive nature of curriculum, grades, report cards, and
sarcastic and belittling teachers. Each had many sad stories to share
about how their children had been marred (or were about to be marred!)
by the system. Over half of the parents were themselves in some way
connected with public school teachers, psychologists, reading special-
ists, and secretaries and their children ranged in age from five to
thirteen. From March until September they met regularly and planned
for a school to open in September with the parent who conceived the
idea as director. Two teachers were hired, one for Science and Math,
the other for Reading and Language Arts. Art and Music were to be covered
on a volunteer basis by students, parents and out-of-work teachers.
Two weeks after school opened, the author was also hired as a consult-
ant/teacher on a half-time basis. Her familiarity with the British
teaching methods gave her an authenticity which the director felt would
reassure parents about the philosophy. One or two volunteer teachers
reported that they felt slighted because they had been on hand first
and promised money when it became available, but the director explained
that the hiring of the author was important to the school since she
was "someone with authority to answer the parents’ questions."
(Conversation with parents September, 1969).
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Little was known then about alternative schools. The term
open classroom” had not yet been coined and anything written about
an experimental program was seized upon and read. The director’s
main concern was for the parents not to become too powerful, a view
she expressed continuously to the teachers. She equated power with
change of philosophy and ultimate ruination of the school. She was,
however, faced with a dilemma: she was a parent with lots of power,
and she needed parent help and support in such things as financing,
building, maintenance. She wanted this to be forthcoming without
giving other parents any decision-making powers. Unfortunately the
parents lacked confidence in her decision making; a fact they expressed
both privately to teachers and in meetings—right to the director.
This caused problems from the outset.
The school rented rooms from a "liberal” church, but it soon
became obvious that whereas they might support the free-learning
spirit of youngsters choosing "their own thing," to pursue this did
not extend to students who dismantled oily mini-bikes on the hall rug,
removed ceiling tiles in the bathroom or coated the floor with wax
during a candle-making session. The church criticized the director,
who said it was a natural stage, and when parents approached her about
destructive behavior, she referred them to the author for an explana-
tion. Since the author was not comfortable with much of the behavior,
it was hard for her to find adequate explanations.
Teachers, too, were shaken by students' hostility towards
teachers and peers, aggression towards property and a general lethargy.
It was not uncommon to hear such statements as, "Well, o.k.—what do
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you have to divert me with today, better make it good or I might be
bored and then I won't stay because I don't have to, you know. I
can do what I want here and you can't stop me!"
Sylvia Ashton Warner summed it up in her book, Spearpoint
(1972), when she said:
So I am director of the infant room, but must not direct,
as all are equals. Irrespective of how much one has learnt
and thought, how long one has lived, how much experience
one has clocked up, I'm told no teacher likes any other
teacher to be above him and no child likes any teacher
to be above him, from which I read that equality means that
none can be above the least and laziest... I find myself
engaged on all fronts, alarmed ... .How do you direct, yet
not direct? Even the words 'coax,' 'advise,' or 'suggest'
are persona non grata. (p. 19)
Students quickly defined themselves into two categories. There
were those so bruised and hurt by previous school experiences (and
frequently home experiences, too) that they went overboard on the
freedom, scaring everyone, including themselves, with their
excesses. In contrast, there were the "eager-to-learn" students, few
in number but hardy in spirit, who wanted to be taught and were be-
wildered and frustrated by the constant thwarting they received at
the hands of the other students and seemingly impotent teachers.
Many of these students complained to parents that there was nothing
to do, no books no equipment (in one piece) and very little chance
of getting the teachers' time since the teachers always seemed pre-
occupied with fights, arguments and philosophical debates over whether
such and such should occur in a "free" school. The teachers' problems
were compounded by the fact that all students (ages four through
thirteen) were taught together, teachers drawing off groups or
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individuals if and when anyone felt so inclined. No specific students
were assigned to teachers so it was harder for them tc assume respon-
sibility for individuals and any disciplining measures were deemed by
the director to be "very public school" and therefore undesirable.
The "democratic" school meeting was a failure. Designed to air
feelings and ideas, encourage people to talk directly to one another
and for the students to take reponsbility for decision making and
planning, it became a battleground for a few to the exclusion of many,
who left bored and unsatisfied. Attempts by teachers to structure
the meeting, resulted in the battle cry from the director's children,
"You're just like a public school teacher," which was guaranteed to
raise a laugh and intended as a gross insult.
By the second or third month of school, feelings were running
high among the parents. Some simply withdrew their children and
replaced them in the hated public system. Other were not about to
be ousted without a struggle, so they called the director, the
teachers, other parents, anyone who would talk to them. They were
not vindictive (initially), just concerned; concerned that their
children were not learning; concerned that the equipment they had
donated and furniture they had built was being destroyed; but mostly
concerned that their idealistic dreams of the summer were not being
realized
.
In writing to the director about her feelings, one parent said,
We put our children into the School because we believed in
the concept of the integrated day.... As a result of the
attitudes expressed on the part of the entire staff, I must
slzate that my faith has been totally shaken as to the ability
of the administration to actualize the philosophy of the
school. (Letter to Director October, 1969).
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Another parent was more dramatic in her feelings:
Sasha (my daughter) is only nine years old and needs a
teacher with all it implies from the practical to the
philosophical. Sasha is drowning at this school. She
has screamed but no one has heard her there. Perhaps
in a year or two the school will approximate the ideal I
had hoped for, but Sasha will not have survived as we know
and 1 ove her. I am sorry, most sorry for Sasha,
because this school could have fulfilled her and she
could have been happy there—but she is not—and I will
relieve her of her suffering by removing her as soon
as possible. (Letter to Director November 3, 1969)
The unrest was caused not by the parents' dislike of a director
with power to make decisions, but a lack of faith, specifically in
the director's educational and administrative capabilities. This
was expressed to the teachers many times by anxious parents.
Because of this, a group of parents got together in November and
sent a letter to the director.
They said they felt that "the day to day functioning of the
school had not evolved in efficient coordinated manner" and that the
school needed "a professional, experienced director." They went on
to suggest the author for that position on a temporary basis to be
revised at the end of the year. They concluded their letter by
saying:
We had a parents' meeting because of our deep concern regard-
ing the continuation and success of the school. If we had
acted as individual parents, we might have withdrawn our
children one by one and slowly the school would have disin-^
tegrated. We sincerely hope 'that the school will not faiL
Please be assured our motives are directed only towards the
perpetuation of the philosophy of the integrated day school.
(November, 1969)
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The letter was signed by twelve families.
The response to this was immediate. The director called the
author and said that if she cared to go her own way with the parents
in question she was welcome, but the director would continue with her
school her own way. The author, until this time unaware of 'the
meeting or the letter, assured the director that she had not had
complicity in the letter. She said she had no interest or inclina-
tion in branching off on her own with a group of parents and
furthermore, she felt that working together on the problem with an
emphasis on creating better communications between school and parents
was the only workable solution.
It was agreed that the staff needed an immediate meeting at
which time they discussed parents’ grievances; the most pressing of
which seemed to be the grouping of children into three classes and
the director stepping down from total running of the educational
program, since the parents felt she was not qualified. It was
decided to hire the author on a full-time basis and assig n the
children to the three teachers in age groupings, and that the director
would run the administrative side of school from her home, visiting
occasionally for consultation with the teachers. A letter was sent
out, from the director to parents, which reiterated these decisions
and also stated categorically that "all educational decisions will be
made as a team, with each staff member having an equal say." She
concluded her letter as follows:
I was naturally very hurt that dissatisfied parents could
hold a meeting without notifying me. Many accusations were
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made against me, the teachers, and the school, by people
who had not ever spent even half a day inside our rooms.
It is obvious that there has been a severe lack of commun-
ication owing to many factors, some beyond our control.
Since there is so much bad feeling now, I think it will be
benficial for us all to get together so we are planning a
meeting for this Friday evening at 8 p.m. Please plan tojoin us so we can clear the air. (November, 1969)
These measures stalled the parents but in the long run did
nothing to deal with the basic communication problem. The meeting
was lengthy and covered a variety of issues. Raising tuition was
discussed and this brought some objections from parents who knew
that already everyone did not pay equal tuition and were uncertain
as to how the books were set up and monies spent.
Other organizational problems were discussed but the majority
of the issues centered on philosophy and its implementation in organ-
ization, such as arrangement of classrooms, grouping of children,
planning of work projects, etc.
In a written response to the meeting, the group of parents who
had originally sent the letter to the director expressed the follow-
ing concerns:
The most regrettable fact is that parents felt compelled
to get together—they had the feeling all efforts at
communication had failed on a personal basis.
The director cannot have an equal say— she is not
equally qualified in education.
We have been given a 'Summerhill' school, not an
'Integrated Day School.' The approach differs in that
one is emotionally or psychologically oriented, one
academically
—
parents chose an academic orientation .
When will the rooms be made 'motivational? ' The
children complain that there is no equipment out and
that it is difficult to get the teachers to respond
#
to requests for some. (Letter from parents to Director
December, 1969)
One parent expressed her personal disappointment:
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Parents have offered to come down and set up and have been
ignored— teachers should above all be inspired to teach
despite all obstacles. My children are thoroughly dis-
gusted at this point, and so am I. I cannot hold on to
an idealistic dream any longer— I want to see a real change
in the next three weeks. You do not trust the parents and
now the parents do not trust you. (Letter to Director
December, 1969)
At this point, the differences in thinking and beliefs between
the director, the teachers and parents were coming to a head and
causing much confusion. The director wanted total freedom for the
children where children had equal authority with adults and there was
no coercion. She expected children to evolve naturally, wanting to
learn, and that they would (without overt encouragement), reach the
point where they would seek out teachers to teach them what they
wanted to know. This would eventually encompass all areas of learning.
The director was confused when the initial period of reaction did not
end; when many children (including her own) still wanted to be out-
side playing all day after six months of school.
The parents wanted an interesting learning environment with
teachers who cared about children as individuals and who would respect
their differences in personality and abilities. They wanted their
children to learn skills and facts in addition to developing values
and attitudes. They expected their children to reach the point where
they would spend their day in profitable learning experiences— these
might be varied but would include the learning of skills and facts
58
and preclude most forms of destructive behavior. The parents were
confused when children :ame home disillusioned with the learning
environment and wanting to return to structured schools and when
they saw teachers seemingly helpless in the face of children's
behavior that they judged as inappropriate and often downright des-
tructive, seme talked to one or another of the teachers whom they
thought might be sympathetic. Other parents complained to each other.
The teachers wanted autonomy over their own classes to make
decisions about what they taught and how it was taught (including
the amount of discipline used)
. They wanted to be given time for
children to develop projects and individual interests without pressure
from the parents about productivity. They also wanted a working
together to evolve educational policy (such as the organization of
the children and decisions about responsibility)
. They discussed
all this at staff meetings and agreed on their aims. They became
confused because the director constantly changed her mind about
educational philosophy and operation and there was an apparent lack
of trust on the part of the parents. Also, the teachers felt and
expressed to each other a conflict of loyalties; to the director who
had started the school and whom they wanted to work with in a team
decision-making capacity; and to the parents whose cooperation they
wanted to plan a program best able to suit the needs of their children
and fulfill their philosophical goals.
The vision of an exciting classroom, bubbling with "learning"
noise as each child or group made discoveries, consulted teachers,
used materials and "gretJ' as individuals was talked about by all these
three groups—how to reach it was not agreed upon and seldom discussed
(except among the teachers).
The director felt threatened because the only open lines of
communication were the school parent meetings, which to date, had
taken the form of battles—with parents accusing and staff defending.
At this point, no philosophy statement had been made so it was decided
to write a school brochure and state some basic philosophy and
operating procedures. Because of the input from both teachers and
director and a desire to fulfill parents expectations, the brochure
was awkwardly worded and somewhat vague. It started by stating that
the school was one of the hundreds of new experimental schools
around the country in which "each child has the freedom to learn what
he chooses, when and how he chooses to learn it." It outlined the
teachers’ role as:
Teachers frequently suggest certain learning experiences none
of which any child must take part in. The teachers role, as
stated by John Holt, is 'to give children as much help and
guidance as they need and ask for, listen respectfully when
they feel like talking and then get out of the way. ’ The
teachers in this school are people who believe in the natural
goodness of children and in their ability to progress on
their own initiative. (First school brochure, 1969, p. 1)
However, it also described the curriculum as child-centered
and the academics planned by teachers and child to "grow out of each
child’s needs." The brochure also stated that "the school was
modeled after the British Primary Schools using the "integrated day"
method with the classroom subdivided into specially equipped working
areas and the children moving around at will," (p. 1) and on the
sensitive issue of freedom (felt by many to have been sorely abused
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in Lne first months of school)
,
the philosophy statement was lengthy
and rather confused,
We believe that each child needs to develop inner controls.
However, we do not believe that freedom is a privilege nor
that it must be earned. It is a right. Nor do we believe,
though, that freedom does not carry with it certain res-
ponsibilities. It does indeed. The fact that not all '
children are able to accept these responsibilities at once
does not give anyone the right to remove the freedom,
except in extreme cases. (p. 2)
At the end of the brochure was the statement that enrollment
was "open to all children whose parents wanted this kind of education
for them." This brochure accented some dividing lines in thinking
between the director and the parents and the director and the teachers.
One pressing issue was that teachers felt the need to set guideline
limits for children and ask students to follow through on projects to
which they had committed themselves, such as a group play. Teachers
felt that students should choose to participate or not as they please,
but then abide by that decision, not dropping out if they felt like it
nor drifting in and expecting changes to be made to accommodate them.
When conflicts arose over issues between the director’s children and
a teacher, she frequently intervened on their behalf, causing bad
feelings between her and the teachers and a feeling of non-support on
the part of the teacher.
The dividing of the students into three classes, each with its
own teacher, was somewhat of a turning point in the parent-teacher
relationships within the school. The classes became more planned,
inperpersonal fights and general destructiveness less prevalent,
and
organized projects more frequent as an evidence of the learning taking
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place. However, arguments over administration continued as did dis-
agreement and threats of eviction from the church, rad as the year
proceeded, concerns about the following year—where the school would
be held, how it would be planned, financed and run—became more
pressing in parents’ and teachers’ minds.
The teachers felt that they were in the middle between the
director and parents. On the one hand concerns about parent inter-
ference in classroom operation, a pushing for grades, testing, more
productivity and the potential threat to the school's philosophy was
understood by the teachers; on the other hand, the parents' concern
to be involved and have a say in the running of the school as an
organization and their right to be fully informed about the educa-
tional operation of the classes was respected and agreed to by the
teachers. As mentioned previously, the teachers had problems with
the director’s changes of viewpoint with regard to the school's
operation--her views being directly linked with the latest thing she
had read or person to whom she had talked—regardless of whether that
input was applicable to the school.
A board of trustees is mandatory for a corporation. The
director, her husband and personal friends, not connected with the
school, comprised the original board. It was suggested by the teachers
that parents and teachers be members of the board for the following
year, A seven-member board (three parents, three teachers,
and the
director) was proposed; thus giving the educational side a
weight of
four to the parents three. It was even suggested
to the director that
62
she could have power of veto in her vote, to guard against parents
voting out important educational policies. The director seemd satis-
fied with this idea and so a meeting was called to vote in board
members for the next year. Before the meeting, the director changed
her mind, and much to the amazement of staff and parents, opened the
meeting by saying that the school would remain the same the following
year. She went on to elaborate by saying that she would be in complete
charge as director—"a benevolent dictator" (her words), and teachers
and parents would be free to stay or go as they wished. As to their
concerns, she said she felt these centered on financial matters and
she had a parent with a financial background who would take over the
books the following year and then everything would run smoothly.
Parents' help on a volunteer basis (building furniture, driving on
trips, would be welcomed, but not mandatory). To call the scene that
followed an uproar is an understatement. It was a major battle. The
parents did not hold back. Insults were hurled, accusations made,
voices raised, tears flowed and one parent stood up and blew a
whistle. These people cared so much about having a school for their
children that they were not about to give up without a fight. They
pointed out that since it was their children and their money, it was
their school and yes, the director ran the school, had started the
school, but if everyone withdrew, there would be no school except in
name. After nearly four hours of argument, the director conceded there
would be parent representation on the board next year and another
meet-
ing was scheduled for the actual proposing and voting in of
board
members
.
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In the calm following the storm, the director changed her mind
again and sent out the following letter:
Dear Parent:
After careful consideration of everything that happened at
the meeting, I have decided that the school will continue
its present administration and board of trustees tiext
year * 1- fee l very strongly that placing the board member-
ship in the hands of parents and teachers will threaten the
philosophy of the school.
We hope you will re-enroll your child next year but will
understand if you wish to withdraw.
Sincerely, (April, 1970)
A flurry of phone calls resulted in the meeting being held
anyway (without the director)
,
at which time it was decided that
the group attending the meeting would form their own school (the
author was asked to be education director) to start the following
September. The director sent a representative (one of her parent
supporters) to the meeting to try to dissuade the group on the
grounds that the author was seeking power and wanting to fracture
the group to enable her to pursue her own more rigid educational
goals. He explained that the director was much more qualified to be
a director of a free-thinking school but the parents at that meeting
were adamant. They said they would continue with the director until
the end of the school year and make the break as amicably as possible
for the sake of the children but that they definitely wanted to go
their own way the next year.
The meeting continued and three families were elected to the
board, one to represent each class. It was decided to have both
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parents on the board because there was a lot of responsibility to be
undertaken. Plans for the following year were discussed briefly and
a date set for the next meeting.
The following day (Friday) the three teachers were all fired
and requested to leave the building and school. Again feeling ran
very high, the church was unable to offer help, since the director
had personally contracted with them for the renting of the building
for the school. Police action was threatened, parents came and sat
in the building. Children, parents and teachers discussed, shouted,
cried and planned, and finally decided to simply continue "business
as usual" the next Monday and see what happened. Everyone arrived
Monday morning with bated breath, only to find that the director and
her supporters had withdrawn to another location—taking with them
the equipment and furniture they felt was theirs. There was a mess
to clean up, but no battle to be fought and so The New School began
—
three teachers, eighteen students and a wide variety of active, vocal
parents. (The director ran her small [10 students] informal school
for the rest of the year and one more school year in a nearby location.
Then, believing "deschooling"to be the only answer, went off to
California to live in a commune. Her school survived one more year
and then folded due to lack of students.)
For the remainder of the school year and throughout the summer,
The New School director and parent board worked together on plans for
September. One of the teachers withdrew because he found a financial-
ly more stable position which left the director and one teacher.
It
was decided to divide the children into two groups, ages five
to eleven
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and eleven to fourteen, with the director teaching the younger group
and the other teacher the older group.
The new board met and drew up a set of bylaws (see Appendix A).
A philosophy statement was prepared by the new director and approved
by the membership. To preserve the philosophy, a two-thirds majority
was established as necessary to change the constitution. (Constitu-
tion and bylaws May, 1970) The Aims and Purposes of the organiza-
tion were stated as:
It is the purpose of The New School to provide a school where
the child's rights as individuals are respected, where learn-
ing how to learn is emphasized rather than the accumulation
of facts, where all experiences are seen as meaningful and
important and where there is no pre-set curriculum. Further-
more, it is the purpose of The New School to foster a love of
learning and inner controls in children by providing them
with an unstructured, non-punitive environment and by helping
each child to see the consequences of his behavior and how it
affects other people. (Constitution and Bylaws May, 1970)
The brochure was also revised. It stated that all adminis-
trative decisions were made by a board of trustees of parents and
teachers. The teachers' role was "to know each child well and know
when he is ready for new learning experiences. Teachers are avail-
able to help and teach but also know how to step aside and let
children make their own discoveries." (New School brochure, p. 2)
The statement about freedom was modified to read:
Freedom is seen as a child's right and only in extreme
circumstances is it withdrawn. This is not to imply,
however, that children, any more than adults, fully know how
to utilize their freedom or its accompanying responsibility.
One of the primary tasks then of the teacher is to help each
child accept responsibility in all of its forms. (p. 3)
and the section on registration being open to all was omitted.
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Premises were found for the school and recruitment began for
the following September. This took the form of advertising in local
newspapers, an open house, mailing out the new brochures and then
running a series of meetings to which interested parents were invited.
At the meeting, the director gave a presentation of The New School
philosophy and operation and then answered questions. Little, if any,
evaluation was made of parents and no evaluation of the children to
be enrolled. The decision rested with the parents; if they liked
what they heard, they enrolled their children.
During the initiation stage of The New School, mismatches in
goals constantly occurred affecting the direction of the school.
The original director's goals were in conflict with both parents and
teachers, causing the parents to act and react which in turn forced
the director to make changes. Because these changes were either not
permanent or not drastic enough, parents reacted further, eventually
causing the school to split. Teachers conflicts in goals with the
original director also aggrevated the situation and facilitated the
break-away from the original school.
The Implementation Stage
During the first full year of its operation as The New School it
became obvious to the staff what a disruptive, non-supporting family
could do to the school. Such a family was one of the "board families"
who had become involved in the school shortly before the split with
the original school. The mother had volunteered her services in
had been elected to the board as treasurer. Shebookkeeping and so
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quickly became very demanding about procedures, particularly with
regard to the purchase of equipment. She argued with the parent
responsible for purchasing equipment, wanting her to fill out purchas-
ing slips in duplicate. She disagreed with the director having
authority to spend money allocated in the budget for equipment. She
expressed a lack of trust in the teachers ("they're too young to be
responsible," [her words]) and generally showed herself to be at odds
with the school philosophy. This had an immediate effect on her two
daughters, aged twelve and fourteen. They became rude, disruptive
and undermining in the classroom, acting out their parents' lack of
trust and respect.
The teacher reached the point where she felt not only was she
not reaching the two girls but that their influence was setting a
negative and antagonistic tone in the classroom as other students
began to pick up on their attitudes. Conferences with the parents
(generally the father was either silent or supported the mother) did
little to ease communication as the mother was very critical of the
manner in which instances were handled in school.
The director called a board meeting (without the mother) and
asked that the board, on her recommendation, request the family to
withdraw from the school. This was in accordance with the school
bylaws which stated: "The educational director is responsible for
enrollment and recommending the withdrawal of children. (Constitu-
tion and Bylaws May, 1970, p. 4)
( 8
The ensuing discussion resul zed in the bylaws being changed to
read: "The educational director is directly responsible for the
enrollment and withdrawal of children," because the other board
members generally did not feel that they wanted responsibility for
asking families to withdraw, since only the director and teachers
could assess if children were a negative force in the classroom.
The withdrawal of this family caused alarm among other parents
who did not know what went on in the classroom and feared that the
teachers were becoming too powerful and arbitrarily "getting rid" of
students "with problems." They wanted to know where the school,
dedicated to individual growth, that they had created, had gone and who
would be next. Much reassurance was needed to regain their confidence
but support from parents who had had direct encounters with the family
was forthcoming and did much to assuage anxious feelings.
Another side effect of this family's withdrawal was their
refusal to hand over the financial books, necessitating a complete
reconstruction of financial records from the forming of the school.
Although this was a nuisance and required hours of extra work, the act
itself convinced some doubting parents that the right decision had been
made regarding the family's removal from the school.
Other minor incidences with parents throughout this year made
the director realize that a more careful analysis should be made of
parents wanting to enroll their children.
The following year the brochure was revised again and made a
cate
gorical statement about the division between administration and
educa-
tion.
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At The New School we have separated educational and adminis-
trative responsibilities in a way that allows the school to
be run administratively by a board of trustees elected from
the parents and teachers, while educational decisions are
made by the Director and staff.
The philosophy and its implementation were outlined in broad terms
OUR PHILOSOPHY
We are concerned with the development of individual growth
which includes social and emotional development as well as
intellectual. We believe that real learning is an integrated
process that occurs when children are allowed flexibility to
follow their own interests without being subject to a rigid
timetable or curriculum.
We feel that children are naturally curious and enjoy learn-
ing when it can be fostered through their own interests or
absorbed at their own pace. Learning occurs on different
levels and when an unpressured atmosphere is created the
children have the opportunity to develop and realize their
full potential.
The children’s life at school is a real life experience and
an integrated part of their whole life, where learning how
to learn is emphasized rather than the accumulation of facts.
Another important aspect of our philosophy is our concern to
link responsibility and freedom. The child's right as an
individual is considered to be of the utmost importance but
he is also encouraged to see himself as one member of a social
group, responsible to the group as well as to himself.
IMPLEMENTATION OF OUR PHILOSOPHY
Our school is grouped in 'family' age groups with sometimes as
much as four year age range in our classes. We have found
that interaction between different ages is a valuable educa-
tional experience and eliminates competition as a main
incentive for learning.
The children, with help from the teacher, structure their own
time, spending whatever time they need on a chosen learning
activity. Learning through experience is very important,
especially when developing the first concepts in a given area,
and so practical and sensory experiences are stressed.
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THE TEACHER’S ROLE
The teacher’s role is one of guidance, involvement and
understanding of individual needs.
The organization of the day, arising from a combination of
the teacher's planning, the children's needs and individual
interests, results in a balance between independent working
and group activities.
The brochure also stated the essential nature of the parent
role in supporting the philosophy.
Support and understanding from the parents is essential if
the school is to realize its aims. Without a continuation
of the school's philosophy in the home situation the school
day becomes an 'isolated island' and not an integrated part
of the child's life. (New School brochure 1970/1971)
The director also started meeting individually with parents
interested in the school, to try and assess their reasons for wanting
to place their child at The New School. This interview process
consisted of an explanation of the philosophy of the school and an
answering of questions. Though it helped to clarify some goals, a
lot of interpretation was left to the parents. The director realized
that many times parents did not know what their own aims and values
were or did not choose to communicate them because they were fearful
of their child's non-acceptance in the school.
Despite these difficulties there was a definite philosophy of
aims and goals to be communicated. The main differences between the
original school and the offshoot (The New School) were on an organi-
zational level and on an educational level. On the organizational
level, The New School was formed as a parent-run cooperative
with a
hired educational director (responsible for the educational
policies
4
of the school), whereas the original school was owned
and operated by
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one parent who wanted and needed si pport but was reluctant to dele-
gate power or responsibility in case decisions were removed from
her. On the educational side, the original school was very laissez-
faire and free, with virtually no restrictions on the students with
regard to behavior or learning, little required of teachers and a
general "do your own thing" philosophy. The New School, as an
offshoot, embodied a more structured philosophy requiring certain
responsibilities and commitments from students and a lot of hard work
and dedication from teachers, to create an exciting learning environ-
ment both flexible and challenging, without removing freedom of choice
and interests from the students. This split forced the group founding
the school (a few parents, the author and one other teacher) to be
very articulate to one another about their aims for the school. Having
seen how many times people wanting different things can be drawn
together, they recognized the need to be interested in the same aims
and goals as one another. The basic philosophy of The New School has
not changed since its inception in 1970, the process of working out
this philosophy with parents and developing procedures regarding the
enrollment of children has been a constantly changing phenomena, as
by trial and error those running the school learned what to look for
in parents, how to listen to what was not being said, and to learn
the lesson that one cannot be all things to all people. At the
beginning of the implementation stage, conflicts were again caused
by a lack of common goals between the school and one particular
family. This affected the running of the school, the attitude
of
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teachers and parents, resulted in a sharper focusing of school
philosophy and its communication to new parents
.
The New School - What Type of Alternative?
This author feels it would be useful at this point to look at
The New School in relation to other alternative school programs. The
New School has less restrictions than a public alternative school—
since it does not have to meet school board requirements or have a
pre-set curriculum. The New School does not have to run standardized
tests as some public alternative schools must, to ensure that the
program is meeting the same academic standards as the other public
school programs. Generally speaking, there is more accountability
in the traditional sense in public school alternatives than private
schools are required to have. The New School is completely free to
design its own curriculum according to the needs and interests of the
students. Naturally the school is accountable to its parents, who
choose the program, and must feel that their children are progressing,
learning and growing, although definitions of these terms might vary
from the traditional. Also, The New School does not have to meet
yearly graded ]evels for its students. It is definitely not The New
School’s aim to "cover what is done in each grade in public school, but
in a funner way," as one student suggested! Because New School staff
believe that students develop at different rates and learn things at
different times, there is no pressure to either complete certain
learning skills within a set time frame, nor hold students back who
are ready for new challenges.
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The New School therefore, is probably less structured than
most Public alternatives. However, The New School does not have a
completely free Summerhill approach to the students. Students are
required to attend school and options are formed for them within the
classroom rather than their opting in or out of the class itself.
New School teachers see their role as active, planning, motivating
people, working on different levels with different individuals and
groups, making suggestions and demands if needed, but also able to
stand back and let learning occur naturally. The teachers do not
view themselves as passive resource people waiting for a child to
seek their help, but leaving him or her alone if the child does not
seek attention, recognizing the fact that often children have reached
a point in their education where they no longer know what their
interests are or understand how to communicate their needs to others.
These children need to have their basic curiosity and communication
reawakened
.
The New School also has long range goals for its students, since
all the students move into fairly traditional public high schools.
Without compromising its values, The New School wants to prepare
students so they do not "fail" in high school. This done not by
paying strict attention to English grammar, times tables, test taking,
homework, but by creating confident creative thinking students who
know how to relate to others, older, younger, and peers, in a gen-
uine way. There have been times when there may have been curriculum
gaps in a New School child’s experiences, but the maturity
and self-
knowledge have enabled the student confidently to fill any
gaps at
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the time making full use of the new situation. This marks The New
School apart from the opposite end of the alternative school spectrum,
where schools are often counterculture, wanting to get away from
establishment and never feed students back "into the system." The
New School is not a commune dedicated to "canoe-building and macrame"
(Kozol, 1974) but a learning situation serving a variety of children
from different locations and with different needs. Neither is The
New School completely parent-run with parents as the educators,
deciding on the school's educational policies. The New School has
evolved as a parent-involved school, run administratively by parents,
but educationally by a director and staff hired by the parent board.
In the next chapter more will be explained about the implemen-
tation stage of The New School, including in-depth case histories
of five families. These histories demonstrate more of the effect of
working and non-working relationships between the parents and the
school, especially in relation to the children involved.
CHAPTER IV
CASE HISTORIES FROM THE NEW SCHOOL
The purpose of this chapter is to highlight the problems of
mismatched goals in a practical setting through the presentation and
analysis of five case histories.
The chapter will respond to the second question posed in
Chapter I, During the implementat ion stage of an alternative school, what
relationship is there between the parents support of the alternative
and the child's growth within the program?
The case histories to be presented will serve as illustrations
of the direct correlation between the matching of parent and school
goals and the child's success in the school. The children represent
a cross section of ability and personalities. The case histories were
chosen to show differences in parent attitudes. Differences in the
children with regard to personality or academic ability, have little
bearing on their success at the school. Their ability to reach their
potential within the school would be directly related to their
parents' commitment to the school's philosophy and follow through on
that philosophy in their home life. It would also be related to an
ability on the parents' part to communicate on an on-going basis with
the staff about their child's growth at the school; through reports,
conferences and visits to the school.
A brief profile of each child is presented first, followed by a
detailed account of the child's time at The New School, including
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quotes from teachers’ reports, parent applications and children’s
self evaluations. These case histories, although only a sample,
are typical of the outcomes witnessed in almost all cases of students
attending the school.
J
Introduction to Case Histories
(All names have been changed to ensure the child's privacy)
Betsy Roper. Betsy is an example of a student who did well and
was successful in her four years at The New School. Her parents
sought the school because they were interested in an alternative, more
liberal environment for their children. They enrolled all their
children in the school and were supportive and involved parents.
Betsy had some difficulties in social areas, but these problems were
gradually resolved through mutual cooperation.
Roger Alden . Roger's parents sought The New School because
they felt he was "ready" for school and he missed the cut-off day
for the public system. Roger is an example of a child who did well
initially when his parents were supportive of the school but who
later developed a lot of difficulties which could be related to his
parents' attitude to the school. This attitude was a declining
support as they developed a lack of trust in the operation of the
educational program.
Dawn Standish . Dawn was enrolled in The New School because her
parents felt that the school philosophy was in keeping with their own
philosophy. All three children in the family were enrolled in the
school
.
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Dawn is an example of a student who initially had difficulties
because she was not able to fit into the school's structure of dis-
cipline and self regulation. Once the parents were convinced that
this eminated from her and not from the school, they began to work
with the staff and this resulted in a complete change in Dawn. She
began to grow and have success in the school.
Richard Miles
. Richard is a child whose parents sought the
school because he had problems, thinking that the school could solve
the problems. Another child in the family was not enrolled in the
school because she functioned well in the public school. Richard’s
parents felt that the school met some of their criteria for an alter-
native but constantly tried to change the aspects of it that they
did not like. Richard experienced little success at the school,
being constantly torn between the expectations at home and expecta-
tions at school and was eventually withdrawn at the director’s request.
Steven Hopkins . Steven is an example of a student whose
parents were involved in the school and enrolled both of their children.
The older one was relatively successful but was withdrawn after
seventh grade. Steven had a reading problem and a very bad attitude
and the parents were unable to agree to the school’s methods of
handling the problem. Consequently they supplemented him with read-
ing materials at home, causing a bad attitude in the child and a rift
between home and school. Eventually they withdrew him at the end of
the fifth grade level.
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Many children have difficulties at some time with some aspects
of growth or learning at The New School. Also, many j arents disagree
with things that happen in the school and have discussions with the
staff. These often result in changes on both sides in attitudes and
\
procedures toward groups or individual students. Growth on the part
of the educational staff is as vital as growth for the children.
The implication is not that goals are rigid with no shades of inter-
pretation.
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Betsy Roper
Betsy Roper was chosen as an example of a student whose parents
were very supportive. She progressed well at The New School.
Betsy was enrolled in September, 1970 when she was five and a
half years old. The New School was her first experience of elemen-
tary school. Having moved into the area, her parents were looking
for an "alternative" school for Betsy (and their other two children
as they reached school age)
. An article in a local newspaper drew
their attention to the school and they attended a meeting of parents
who wanted to find out more about the school and its operation. The
New School had been in operation under one year at that time and the
meeting consisted of a discussion of the school philosophy, by the
director and one or two parents who were board members. At the end
of the meeting, the Ropers enrolled Betsy in the school and expressed
enthusiasm and a willingness to participate as much as possible in
its operation. On their application (see sample form Appendix B),
they expressed a desire to see social growth in Betsy, whom they
described as being extremely shy and they felt that the school’s
informal atmosphere and concern with "the total child" would nurture
changes in Betsy. However, they said, "We don’t expect the school to
perform miracles!"
Betsy entered The New School in September, 1970. She was an
extremely shy and withdrawn child, hanging her head if anyone spoke
to her and not responding. She talked to her teacher in a whisper
and followed her everywhere. Betsy loved to write, read and do math
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and was constantly asking her teacher for assignments, she then sat
working industriously on them. She seldom went out at playtime and
if she did, she kept close to the building and just watched other
children. At lunchtime she sat with the children who talked to her
>
and answered for her when she hung her head or looked at them blankly.
From the beginning, Betsy developed a very close rapport with
her teacher and would talk to her about her work and what she liked
to do at school and at home. Betsy's parents talked often with the
teacher and told her about Betsy’s personality at home, which they
described as "assertive" and at times, "bossy" with her brother and
sister (then aged four and fourteen months). They jokingly said,
"Wait until she finds her feet in school and starts ordering the other
kids around!" After about four weeks of school, Betsy brought in a
card game and played it with a group of children, although still
without any ouspoken communication, but this seemed to mark a break-
through in her feelings of confidence about the other children and
theirs about her, and one or two children invited her to their homes
to play after school.
Each morning in class, at the end of "book corner," (a class
group time when projects and work topics were discussed and plans
made for the day)
,
the teacher would ask children individually what
work they planned to do each day, Betsy would fail to reply and the
teacher would pass on to the next child. At the end of "book corner,
Betsy would quietly stand by her teacher and say, "I'm going to work
on math," or, "Can I build with blocks?" or whatever else she had
chosen to do.
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A few more weeks passed and Cnristmas approached. The students
decided to put on a plav for toe parents which they had evolved them-
selves and written with the help of the teacher. Betsy wanted to be
in the play but wouldn't move or speak. The other children resolved
the dilemma. They gave her a non-speaking, non-moving part as a doll
in Santa's workshop.
Betsy's parents were concerned about how she would be in front
of an audience and whether she would be too nervous to participate
at the actual performance although they said she talked enthusiastical-
ly about the play at home and told them what part each person had and
what they did. Betsy took part in the performance of the play without
mishap and her parents were delighted with her participation and felt
it was a big step in overcoming her shyness.
Betsy's mother had daily contact with the teacher this year
since she drove Betsy to and from school. She made a point of coming
into school each day and chatting about the development of the school
in general as well as Betsy's progress. At the first parent confer-
ence, the Ropers expressed very positively to her teacher their
feelings about the support Betsy received from her peer group and
their encouragement in drawing her out. The teacher felt t.hat Betsy
jjjg£ needed time to feel comfortable with the other children. The
Ropers agreed— they felt that the school situation was a good one and
they had trust in its support of Betsy.
In the second half of her first year, Betsy became friends
with Michael, an older and rather aggressive boy in the group,
who had
a tendency to hit and kick other children but who was
very gentle with
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Betsy. He helped her to be more outcoming socially and in turn, she
nelped him with his reading—an area where he experienced difficulty.
Betsy's mother’s attitude was interesting at this time because
several mothers of children in the group had become hostile toward
Michael because of his volatile behavior and were impatient with the
school's patient attitude towards him. Agitated parents wanted him
to be asked to leave the school, feeling he was taking up too much
time and was generally a negative influence. The whole subject of
"problem" children was brought up at a parent meeting, with some
parents expressing their views about "such children" not having a
place in the school. Mrs. Roper said she felt that all children
experienced certain "difficulties" or "differences" in school.
My child's difference happens to be extreme shyness,
another's might be aggression or having difficulty in
some learning skill. The value of this school, as I
see it, is that it treats children as individuals and doesn’t
try to push them all into one mold. I am sure there are
children that could not be dealt with within the context of
The New School but I think the teachers are experienced
enough to make those decisions and it is not up to us as
parents to do their job for them. (Parent Meeting
March, 1971)
Mrs. Roper was adamant in her support of the teacher, whom she
felt had made much progress with Michael. She thought he had a lot
of gentle qualities that were beginning to show through. She
invited him to her house after school to play with Betsy and inclu-
ded one or two other children, thus giving Michael a chance to get
closer to them and for them to feel less threatened by him.
At the end of Betsy's first year her whole class went on a
four day camping trip. The trip was discussed at the second parent
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conference and The Ropers expressed some concern about Betsy’s
fr^l-*-n6ness to 8° on the trip, being nervous about any new exper-
iences and also being prone to bed wetting in stress situations.
The teacher assured the parents that it would be no problem and this
occurred with other children also. When this was relayed to Betsy,
she agreed to go. The trip was a big success and Betsy participated
fully in all the camping activities—helping with the cleaning up,
and organizing cooking along with the other children.
In September 1971, Betsy’s sister Sara started at The New
School. Because of the age grouping, both sisters were in the same
class. Sara was much more social than Betsy, but much less indepen-
dent and motivated towards work. She was happy to sit and smile and
let other people do things for her (which they always did) and this
irritated Betsy who told Sara that she ’’shouldn't waste time" and
needed to "get her work done." Betsy developed more assertive be-
havior during Sara’s first months in school, as she took the role of
older sister, telling Sara what the class expectations were. Betsy
was still silent at "book corner," when asked what work she would do.
However, later in the morning, she could be heard loudly telling Sara
that her clean-up job hadn't been done and she better get to it:
Betsy's teacher kept in close contact with the Ropers at this
time. They were anxious to monitor the effect of the two girls being
together and help the teacher in any way they could to get a balance
between Betsy domineering Sara in organization and Sara domineering
With discussions at home and school, aBetsy in social situations.
good balance was achieved and minor problems between the two girls
sorted out.
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Betsy came out of her shell more and more during this year.
She joined group activities and would speak out in front of a small
group. She participated in the weekly class movement session (an
option for the children) and when the next class play was presented,
she had a walking (if not talking) part in it.
Her work also developed into other areas besides reading,
waiting and math. She began projects and got involved in junk model-
ling, collage and painting. She built with the blocks and finally,
by the end of the year, managed to conduct her own survey involving
asking questions of each child in the class. As yet, she would not
venture into the older class but she made great strides with her own
group. In her report to the parents at the end of the 1971/1972
school year, Betsy's teacher said:
Betsy has made tremendous social progress this year. 1 see
changes in her each week. She is a lot more comfortable
with the other children and can exchange ideas and feelings
on a small group basis. This feeling of being more at ease
has affected all areas of Betsy's work and she is much more
adventurous in what she chooses to do. She is writing at
greater length and linking activities, e.g. block building/
drawing/ survey ; or reading/ junk modelling, much more than she
did last year.
Betsy and Sara came to school by bus during this year and
therefore their mother's daily visit to the school stopped. However,
both parents made a point of stopping by frequently, calling the
teacher and generally keeping in touch with the school situation.
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Mr. and Mrs. Roper were both very involved with the organization
of the school at this time. They helped with fund raising events and
attended all education meetings. In addition, Mrs. Roper took on the
responsibility of ordering equipment for the school, in conjuction
with the educational director. At all times, both Mr. and Mrs. Roper
were energetic people with lots of ideas which they discussed freely
but felt no need to impose on the teacher or the children. They
agreed with the staff that the only way to accomplish success with a
child, was to work with the teacher. They were always very open about
their children's personalities and character traits and very forth-
right in their concerns and questions but there was an underlying
feeling of trust in the school and teacher which resulted in the
honest talking through of a problem if and when one did occur rather
than an accusation against the school or teacher because the problem
existed. This promoted very good communication and relations between
the teacher and the parents and they saw a lot of each other during
the year and therefore, had a constant on-going conversation about
Betsy and Sara.
At the beginning of Betsy's third school year, 1972/1973,
several things happened. Mrs. Roper was elected president of the
board of trustees and Mr. Roper became the board treasurer. Also,
the school purchased its own building. The younger class (ages
five to ten) had expanded to twenty-five and the older to seventeen.
The teacher of the younger class therefore took on a full-time
assistant and asked for additional help from parents. Mrs. Roper
4
herself a qualified early childhood teacher, volunteered to help
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in the classroom, hoping that at some future date she might become a
teacher at The New School.
Before school opened, a number of children came in to help set
up the classrooms and Betsy Roper was among them. She seemed very
secure in the classroom and with her teacher. Her parents said she
could not wait to get back to school.
During the first few weeks of the school year, Mrs. Roper came
into the classroom to help on a regular basis. Her natural enthu-
siastic way with children was a great asset but it soon became
obvious that Betsy was a changed personality when her mother was
around. She became very moody and irritable, frequently giving up
on things or bursting into tears of frustration and although Mrs.
Roper never worked directly with her in the classroom, Betsy seemed
to create situations that forced her mother to deal with her and
then throw a temper tantrum or walk off without doing what she was
supposed to do. Mrs. Roper talked to the teacher and said she felt
that at this point it might be detrimental to Betsy for her to come
in as Betsy simply seemed unable to handle it. She felt Betsy
resented her coming in as it intruded on her territory in some way.
The teacher monitored the situation closely for a couple of weeks
but finally she and Mrs. Roper reluctantly made the decision for
Mrs. Roper not to come in and assist in the classroom, except on
infrequent occasions such as trips and special projects.
Mr. and Mrs. Roper did continue their work as board members,
which involved contact with all the other parents in the school,
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as well as being in touch with how the school was operating. During
this year the school staff had to deal with several attempts on the
part of the parents to influence specifically what was being taught
in the classroom and how it was being taught and Mrs. Roper was a very
supportive president, always polite and sympathetic towards parents
but very firm in dealing with them. She would remind parents that
the educational director was in charge of the educational policies
in the school and discussion or suggestions on any topic would be
undertaken willingly. However, the board’s main function was to run
the administrative side of the school and not to make educational
changes. Mr. Roper also had a lot of contact with parents through
his job as treasurer. By participating in monthly board meetings, he
became more involved with the daily running of the school and the
educational policies. He was also a most supportive board member.
After Mrs. Roper stopped assisting in the classroom Betsy
became much more settled during school and more able to handle her
own frustrations rather than to burst out when things did not go the
way she wanted or expected. Betsy worked well as always and began
to expand her horizons, participating more in small group projects
and voicing her opinion (at times), if she felt things could be done
a different way. It was a slow but steady growth, encouraged by
both teacher and parents and nurtured by the fact that good communi-
cation existed between them. One of the points stressed by the
educational director when parents enroll a child in the school is the
need for a parent to look for growth in their child. Since The New
4
School has no formal testing, other more diverse ways of measuring
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growth are employed and direct involvement and observation are con-
sidered to be critical tools in such measurement. The Ropers were
always "aware” of growth in Betsy and able to compare her attitude
and abilities with those of earlier months or years and see progress.
They also kept their promise not to expect miracles and accepted that
in social growth especially, her progres might be slow. During this
year, Betsy developed a good working relationship with the assistant
teacher whom she had known for some time and by the end of the year,
relied on her almost as much as the class teacher. The class
teacher saw this as another step forward in Betsy's gaining of
confidence.
In the conference report to the Ropers, Betsy's teacher talked
glowingly about her academic achievements and her ability to organ-
ize and plan her work and use her initiative in projects. Her
social growth was noted to be making a "slow but steady progress."
In the now traditional yearly play, Betsy had a speaking part and
showed no nervousness whatever in appearing before parent audience.
She did, however, experience difficulties in expressing her opinions
about other students' behavior in front of the whole group and would
either remain completely silent or tell the teacher her view on the
matter. She was cooperative however in letting the teacher focus on
her and say, "I know Betsy feels this way" or "Betsy told me she had
experienced such and such," when previously she would have shrugged
as though she had no opinion.
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After three years in the school, Betsy was a very different
child from the one who had entered at five and a half years. She
had gained confidence in all areas and made great strides towards
independence and self-motivation. In keeping with one of the
school s main goals, she had been allowed to grow and learn at her
own personal rate and in her own personal style without pressure to
be at any given point at any given time except in relation to herself.
This goal was believed in and carried through by the parents, thus
making a cooperative effort, by both home and school, towards
Betsy's education.
The next year saw the advent of Betsy's willingness to speak
out to the large group about her feelings and ideas. It had taken
four years for her to reach this point but everyone felt it had been
right to wait and encourage, rather than pressure her.
Her parents both continued on the board and were active in the
running of the school. Mrs. Roper postponed her interest in teaching
at the school because this year the school divided into three age
groups and Sara and Betsy were in the younger and middle groups res-
pectively. Knowing that the next school year Jason, the youngest
child, would be old enough to enter The New School, Mrs. Roper real-
ized that it would be a few years before there would be a class at
the school without a Roper in it.
Betsy's teacher's report at the end of this year showed that
she had continued to progress in all areas. She noted that in
personal growth, Betsy continued to gain independence and confidence
this year.
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She is more willing to speak out and air her views although
she still has a tendency to become embarrassed if attention
is focused on her in what she considers to be £ humorous
way. Betsy is just beginning to be able to share her
problems with the large group at "Book Corner." Recently
she had a complaint about unfair treatment in a football
game. Instead of just quitting, she complained to me and
was willing to talk it through with the group. Although
she cried as we discussed it, she was persistent and verbal
about her view point and I think she felt very satisfied
at having aired her feelings. (Parent Conference Report
May, 1974)
The teacher also notes this year a developing relationship
between Betsy and the teacher in the older class and Betsy's willing-
ness, if asked, to work with new adults such as student teachers.
Generally, the teacher's report showed that Betsy, this year
developed more depth in her work—expanding her projects, developing
her writing
—
(a favorite activity) into involved stories and, with
encouragement, becoming much more adventurous in math—working on
complex work problems and showing more confidence in the handling
of math processes.
Betsy participates in all group activities—movement,
singing, art projects, etc. with more confidence than
previously but still somewhat tenatatively . She needs
encouragement to expand her ideas and get into depth but
generally, her work is good. Betsy creates most of her
own ideas for work and is very independent. She likes to
do things on her own and get them right on her own. She
plans her time well and has a good sense of finishing what
she begins. (Conference Report 1974)
The next year (Betsy's fifth and last full year), the Ropers
involvement with the school, in terms of the amount of time they
spent on school administration, declined sharply. This was due to
other family commitments. However, their contact with and
support of
the teachers did not decline, but continued to be very
positive.
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During this year, there was a major change for Betsy because
the class had a new teacher. The original teacher had been with her
for four years. This teacher worked with the new teacher on a team-
teaching basis for the first three months of the year before he took
over completely. The original class teacher (the author) now became
full-time education director. This caused some minor problems
initially as the students were reluctant to lose their teacher and
adjust to a new person and although the director continued teaching,
they now had to share her with two other classes. Betsy's attitude
to this was an interesting one—reflecting her growing maturity and
self-confidence. Although she went to confide her problems to the
director, many times she was also willing to take up the director's
suggestion that she discuss it with the new teacher and when she found
him sympathetic and supportive, with ideas and suggestions, she
would encourage other students to consult him also. Interestingly
enough, some other students who had not been with the old teacher
nearly as long as Betsy, made a much slower adaption to the new
teacher because they were less secure in themselves.
This year saw Betsy develop as a leader and organizer. Her
definite ideas and planning ability helped her in a leader s role
and although the road was not always smooth for her, she dealt openly
with conflicts, some of them caused by her own demands on herself.
One area of conflict arose over homework. Her teacher would
sometimes
suggest that students might like to complete or start projects at
home for use in school the next day. Betsy would sometimes
not get
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done what she wanted to do and end up hysterical before the bus left
for school in the morning, telling her mother that sbe could not go
to school because the work was not done and telling her mother that
she had to call the teacher and explain. Mrs. Roper told Betsy that
she must deal with it herself, knowing that the teacher would not be
angry over the omission but that Betsy was reflecting her own feel-
ings of not liking to admit to the teacher and class that she had
not done the work. After calling and talking to her teacher, Mrs.
Roper suggested to Betsy that she either tell the teacher she was not
able to do the work for whatever reason or that she must plan her
time better so the work got done, if indeed this was a priority for
her. Between the Ropers, the teacher and Betsy, the situation was
worked out but it might have had a different outcome if there had not
been good communication between teacher and parents and the parents
had either put pressure on Betsy to do the work or been angry at the
teacher, feeling him to be the cause of Betsy's hysterics.
This year saw Betsy expand into many new areas. She joined
activities outside school, a choral group, gymnastics and modern
dance. She developed closer relationships with boys in her class,
inviting mixed groups to her house for parties and also made one very
close girlfriend who shared Betsy's interest in writing. Together
they wrote extensive stories and made lengthy books.
In her self-evaluation this year, Betsy wrote:
I think I get along well with most everyone in the class
although Kay is my best friend. Sometimes some of the
boys
are mean but I like playing kickball with them at
playtime.
93
I join in with most class projects and like doing every-
thing--except I could read more—but I love to write,
especially with Kay. We have written four books this year.
I miss Susan as a teacher but I like my new teacher, Frank,
very much! (Student Evaluation May, 1975)
The next September, Betsy moved into the older class and thus
had another change of teacher. However, she already had a relation-
ship with him as he had taught at the school for several years.
Betsy left in January because the family was forced to relocate for
Mr. Roper’s job. Before then, however, she had written several long
projects, including a winter play in which she acted one of the
major (rather aggressive) parts. Betsy had grown into a mature
self~assured
,
verbal young lady, still awkward at times but with a
great deal of self-knowledge and understanding of others. This was
an asset to her when she went to her new school, once the family
moved. The staff at The New School kept contact with the Ropers,
having become friends with them during their time at the school and
the Ropers said they felt that The New School experience was respon-
sible for Betsy's ease of adjustment and self-confidence in her new
school setting. Their only regret was that, in their new location,
there wasn't an alternative school to which they could send their
children. In turn. The New School felt the loss of a creative,
supportive family who had been part of the "backbone" of the school
for a number of years.
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Roger Alden
Roger Alden was chosen as the subject for a cast history
because he is a classic example of a child who did well and was
motivated, while his parents were involved and supportive of the
school and its program, but who gradually lost his initial excite-
ment and raotiviation as his parents became more and more critical
and less supportive of the school program.
During his first year Roger showed none of the problems he
later developed and when these problems did develop, the parents
and The New School staff seemed unable to reach agreement on the
causes and treatment of the problems. After two more years in the
school, Roger was withdrawn at his parents wishes and in complete
agreement by the staff who felt that he could no longer benefit from
The New School environment.
Roger was enrolled in The New School in September, 1971 when
he was four and a half years old. His parents were concerned that he
missed the cut-off date for public school and they felt he was ready
for school. He was the youngest of three brothers (the other two
were high school age) and Mr. and Mrs. Alden described all three boys
as "very bright and eager to learn." They liked the idea of the
stimulating environment of The New School, offering a variety of
experiences and manipulative materials. They liked the idea that
children could learn at their own pace, feeling that in their son s
case, this would mean he would not be "held back" as he might
have
been in* a more structured situation.
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Roger was the youngest in the younger class at The New School
(a group aged four and a half to ten) and as such, he had a lot of
attention from the other children who treated him like a younger
brother and took great delight in helping him with his work, clean
up job, and other classroom activities. Roger blossomed in this
environment and really made tremendous progress throughout the year.
He enjoyed using math manipulative materials, and playing with blocks.
He also had a lot of pre-reading experience. He composed sentences
about his pictures and copied them under the pictures, which were
then made into books. He matched sentence cards to his block struc-
tures and made his own vocabulary box by building up a collection of
flash cards with words he knew. He also began to read one or two
simple books and recognize some of the words out of context. Gener-
ally, his attitude was very positive and inquisitive and his parents
were delighted with his attitude and his progress in the school. At
parent conferences, they expressed their satisfaction with the school
and commented over and over again that Roger was really doing well
because he wouldn’t yet even be in kindergarten in the public school
system! In her conference report at the end of the first year, the
teacher commented:
Roger has settled in at The New School. He uses his time
well and is involved in a good variety of activities. He
has a short attention span but he is still very young. He
is liked by the group and works well with oder children. I
would like to see him working more with his peers but think
that this will occur naturally next year when he is no
longer the yxmgest in the group. (Parent Conference Report
May, 1972)
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At the beginning of his second year at the school, two things
happened that affected Roger. The school relocated in its own
building. This meant that for one year there was less overall space
in the school. Each class has its own room and approximately the
same number of children as in the rented facility, but whereas there
had been an extra room there for such activities as quiet reading or
plays there was no extra space in the new building. Plans were
made to add two extra classrooms and some smaller rooms, with build-
ing starting at the beginning of the second year. The staff agreed
that the first year in the new building would be cramped and plans
to expand from two to three classes had to be postponed until the
addition was added, but everyone felt it was important for the
school to buy its own building and the advantages of being in their
own facility would outweight the disadvantages. The Aldens were an
exception to this. Although they bought bonds to support the purchase
of the building, they said they felt it was too small and a definite
"regression" from the rented facility. They said they felt it would
be overcrowded and thus detrimental to the children’s learning.
The other factor affecting Roger was the decision to take his
oldest brother (a high school senior at a private school) as an aid
in the younger classroom. Peter, his brother, had the chance to
spend one semester on a work-study program for his high school and
expressed an interest in volunteering help at The New School.
The Aldens supported the idea of Peter coming to the school
and
when questioned about the possible effect on Roger, said
that Peter
4
and Roger got along very well and Roger was excited about
the idea of
his big brother being in school with him. However, things did not
work out well between the two boys because Peter was very punitive
towards Roger. Although Peter worked well with the other children
in the class and showed patience and understanding towards them, he
constantly picked on Roger, telling him when he should be working on
what, shouting at him if he did not do his clean—up job and generally
being very critical and at times, quite sarcastic about things Roger
would do. The teachers talked to Peter about the problem and sug-
gested that he avoid situations that would bring him into confron-
tation with Roger. The teachers also structured the situation so that
Peter was not involved in helping, reading to, or supervising a group
that involved Roger.
At the same time that these developments took place, the Aldens
began to complain that Roger was unhappy with school because the
classroom was too noisy and there were too many children for the
teacher to deal with, so she never had time to teach him anything.
(Actually, there were twenty-five children in the group with the
teacher and a full-time assistant, compared with twenty-four and a
part-time assistant the previous year.) The teacher suspected that
since Peter had been circumvented from bossing Roger in school, he
was telling tales at home and Roger was using noise and numbers as
excuses to explain his lack of productivity. These reasons found
sympathy from his parents because they had already expressed their
concern over the building and the class size.
At the first parent conference, the teacher's suspicions
were
4
confirmed. The parents said that they felt the classroom was
chaotic
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and noisy and the teacher too busy to see when less demanding children
slipped by and that Pet - confirmed this by telling them how much of
the day Roger wandered aimlessly or how he took forever to follow
through on instructions. The teacher reminded the parents that in
addition to being somewhat threatened by Peter’s constantly checking
up on him, Roger was also only five and a half years old and perhaps
needed more time to do things than older children in the group. The
teacher went on to say that she was well aware of Roger and he cer-
tainly did not slip by unnoticed but that maybe he felt shy at times
about approaching her with a problem or request and that they could
help a good deal by discussing things at home and encouraging him
to go to the teacher, assuring him that she would deal with his
problems or requests. The teacher felt that only if the parents and
teachers cooperated in their approach to Roger, would he get the
maximum benefit from the school.
The second semester Roger seemed more comfortable not having
Peter in the classroom. He made a special friend with whom he worked
and played a good deal, and generally, the end of the year report from
the teacher was positive. She mentioned:
Longer attention span... now interested in doing projects
whereas before a picture and sentence was really his limit.
Many times chooses reading as an activity .. .math addition
of tens and units. Self motivation getting better. Still
needs direction at times and will have a tendency to
'wander, ’ if he has not chosen a specific task, and stand
watching others.
In commenting on his social progress, she said Roger was:
Still well liked. . .occasionally on the fringe of things,
rrot taking initiative to get involved. Roger will sometimes
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push or punch if he can't ge.: his own way but this seems
to be a growing up process as he is required to mature
from the baby of che group to a contributing member who
can take as well as give! (Parent Conference Report
May, 1973)
The parent conference was less than satisfactory although it
was hard to pinpoint specifics because the parents' shyness pre-
vented them from discussing much on an open basis. Again they
mentioned Roger's complaints but asked how they dealt with it, they
were vague. Again it was suggested that they be positive and say
to Roger, "Tell the teacher about your complaint or problem, she
wants to know and she wants to help you." The teacher said she
wanted to create the situation where parents and teachers trusted
each other and worked together for the child—not one where the
parents felt that the teacher and environment were working against
their child and their job was to come and do battle for him. The
Aldens agreed that Roger was still young and maybe not ready for
certain learning experiences and said again that he would have only
been in kindergarten in the public school situation and not exposed
to the amount he was exposed to in The New School.
Each of the Aldens had taken on specific areas of work as
their parent obligation during Roger's first two years but had had
very little contact with other parents, mostly, the director felt,
because of their basic shyness. At the outset of the third year the
director approached them to see if one of them would serve on the
parent board but they both refused; Mr. Alden on the grounds of lack
of time and Mrs. Alden because she said it wasn't something she cared
to do.
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From the beginning of the 1973/1974 school year things went
downhill for Roger. The addition was started and although it added
somewhat to the disorder in the building, it was seen by the staff
(and majority of parents) as an exciting and educational time. The
children were able to get involved in the planning and observe (and
even occasionally help) with every stage of the building. The
Aldens saw the construction as an obstruction of the educational
progress and a hindrance to the orderly procedures in the classroom.
The students photographed and interviewed and made a scrap book of
the building in progress but every attempt to involve Roger failed
and even the alternatives for which he opted, "I’ll do math," "I'll
write something," or "I’ll build with blocks," failed to absorb him
and he ended up daydreaming or wandering. His interest in reading
diminished. Instead of spontaneously picking up books and trying to
read them or reading books he had made himself, he seemed to view
reading as a chore that he did when his teacher or another adult
specifically requested that he read. In addition, Roger seemed to
get more remote from the other children, instances increased of his
pinching, punching and kicking and then flatly denying having done
it. The teachers (now two full time teachers worked with this group)
called a parent conference and for the first time, a big difference
in goals was exposed. Addressing his lack of motivation, the
teachers enquired about his interest in projects at home and whether
he looked at books or showed interest in reading and they were told
that since the school had not taught Roger to read (he was, after all,
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now in the first grade), his mothei had taught him, starting in the
summer, and that she wo:’:ed with him every day and his reading level
was attributed to her, not to the school. His father was also work-
ing with him in math, giving him problems to do "in his head" because
"he can't carry around a box of cuisenaire rods all his life." The
teachers explained that, in effect working so concentratedly with
Roger on a one-to-one basis may not be in his best interest since he
seemed to be losing initiative and incentive to work alone (or with
another child) in school. They said that he may be further ahead in
actual skills but what about the interest in reading or the moti-
vation to plan and follow through on his own projects. The parents
were adamant that the school was falling short of its reponsibilities
and maybe they were excellent teachers but numbers and circumstances
made their job too difficult and children were not learning—at least
their child was not. At this point, the disadvantage of their lack
of close contact with any other parents was fully felt as the
teachers could cite cases of other children learning naturally and
efficiently with encouragement but without pressure from home but
none of these children was known more than slightly by the Aldens.
There were no parents whom they trusted to whom the teachers could
refer them for endorsement of the validity of the philosophy.
A compromise was suggested by the staff. They would plan, with
Roger, a set time each day when he could work specifically with an
adult on one of his basic skills, if the parents would take time
spent on reading at home and use it to invite friends over for Roger
to play with, to help him overcome some of his social difficulties.
The Aldens said they wojld try it.
By the end of the year, the situation had not improved. If
anything, it had worsened—Roger had time each day with a teacher
but never reached the point of requesting it and seldom used it as
a jumping off point for another activity. Rather, it was just a
requirement. His social situation did not improve and his devious
behavior increased (an uncommon trait in New School children and hard
for the rest of the group to understand or tolerate)
.
At the final conference, the parents said that they had asked
Roger whom he would like to invite over and he had named one boy
(who came once) and then said there was no one else so they said
"let it drop." They complained again about his lack of achievement
and productivity. They said they felt he had picked up bad habits
of lying and being sneaky from The New School students, concluding
that other parents did not share their standards in raising children.
They were, they said, contemplating removing Roger and putting him
in public school. The teachers said they felt that would be a sad
step for Roger but that they were concerned at the lack of progress
which they felt was directly related to lack of trust and support
on the parents behalf. They felt bound to point out that Roger's
lying and deceit was not typical of New School children and in fact,
quite disturbed the other members of the group but concluded that
Roger's withdrawal was the only logical step to take.
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The teachers felt saddened, remembering the curious, lively
four and a half year old going happily from experience to exper-
ience and the seven and a half year old so negative towards so
many things, who left for the public system.
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Dawn Standish
Dawn is an example of a New School student who was not doing
well at the school. The parents blamed the school environment,
while the teachers thought it was Dawn’s personality and attitude
that caused the problems. Once the parents were convinced of this
and worked with the teachers to affect change for Dawn, she improved
dramatically in her responsibility and attitude to work.
Dawn entered The New School in September, 1973, aged ten. Her
parents expressed their reasons for withdrawing her from the public
school as their dissatisfaction with the school and Dawn's dislike
of the school situation and their reason for choosing The New School
as its being the school in this area "most consistent with our home
philosophy." This decision was based on reading the brochure, an
interview with the director and a brief visit towards the end of a
school day. Mrs. Standish had also attended a teachers' workshop
run by The New School director. When asked to comment on their visit
to the school, prior to their children's enrollment, the mother said
that she liked the way the children "naturally evolved" and the end
product that resulted but she disliked what she described as "physical
disorder and actual dirt!"
The father was not present at the initial interview, having had
a last minute work commitment and on the brief occasion when he met
the school director, he said he left "that education stuff up to
his wife. He also said, "As long as Dawn's happy and she's learning.
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I m happy. Mrs. Standish said she felt that Dawn needed to learn
responsibility but once she learned it, she should be in charge of
her own learning.
Mr. and Mrs. Standish enrolled their second child, Kim, aged
seven and a half at the same time as Dawn and planned to send their
third child, Josh (four and a half) the following year. They said
they felt very strongly that The New School was consistent with their
philosophy and they wanted their whole family to attend.
Dawn was enthusiastic about starting school and quickly made
friends. She was very social and well-liked by most of the students
in her group. Her parents were delighted because she was happy at
home, got up enthusiastically each morning for school and talked about
the day's events when she got home. Kim, Dawn's sister, also ad-
justed happily to the school but the parents said they had expected
that and were more anxious about Dawn because she had been so
unhappy in the previous school situation.
Dawn's first year at the New School was mostly a success.
She socialized a good deal but being one of the youngest in the older
group, she also followed the leadership of older children and parti-
cipated in group projects. Her socialization was accepted by the
teacher as part of the process of changing from a structured to a
freer educational environment and welcomed by her parents who had
felt concerned about her social interactions at her previous school.
Generally, she did what was expected of her, although she did not
extend herself much personally.
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At the beginning of her second year Dawn became more verba
.
at group planning sessions. She greeted class, group md individual
projects with enthusiasm and was verbal with her ideas and sugges-
tions but it soon became apparent to her teacher that she found it
easier to talk about things than to actually do them. She started
dozens of projects but seldom finished any. Her main focus was
again socialization and this superseded everything. Being now an
older and more established member of the group, she started to in-
fluence, rather than be influenced by, some of the other children.
A few weeks into the school year, the teacher became concerned not
only with the lack of concentration and follow through displayed
by Dawn but also by the effect that her socializing was having on
other children in the group.
During this year both parents became involved in the school.
From the outset, they had expressed an eagerness to help in any way
possible. Mr. Standish was frequently present during the school
day because his construction company was building the school's
extension. Mrs. Standish asked to form a committee to take care of
decorating the new classrooms. She and the director had some dis-
agreements over what was appropriate and the director felt that the
teachers should make the ultimate decisions. Mrs. Standish thought
that parents should have more say in what was going on and told that
year's board president that she felt the educational director had
If
"too much power.
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Another encounter with the Standishes, this time involving
both parents, was over the activities planned at Christmas—singing
of holiday songs, including some traditional carols, a party planned
for mentally retarded children and collecting food contributions for
the Salvation Army. The objection was to the religious nature of
things and the planning of Christmas charity acts, also they felt,
emphasizing a religious holiday. Mrs. Standish did attend the
children s program although Mr. Standish did not and he told his
children it was because he disapproved of the inclusion of religious
songs in the program. Later, Mrs. Standish called up the board
president and told her she would like to attend a board meeting to
take up the matter of religion and have the board make a decision
about whether or not it should be included in the school’s program.
The president said that since this was an educational decision, she
should speak to the educational director who had authority in such
matters. Mrs. Standish called the director and expressed her concern
and the educational director explained that the constitution embodying
the philosophy of the school was written down when the school first
formed and bylaws written up to ensure the continuation of that
philosophy. The bylaws gave control of the educational program to
the educational director to protect the school from change at the
hands of a constantly changing parent board, whose primary function
was to run the administration of the school. Mrs. Standish said she
had thought parents had much more say in the running of the school
and was disappointed that the educational director had "so much
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authority" but she supposed there was nothing she could do about it.
The director assured het that she was very open to parent suggestion
and frequently changed things at the request of just a few parents
but that no one else had objected to"religious" songs being inclu-
ded in the program or to religion being dealt with as a topic if ever
and whenever it was initiated by the children. The director, did,
however, assure her that no specific doctrine was taught at the school.
It seems fair to say that by the end of the first year, the Standishes
were unhappy with a number of aspects of the organization and running of
The New School and to some extent, it was reflected in their children's
attitudes
.
During the second year, when the problem arose with Dawn's
management of her time, Mrs. Standish had joined the parent board
and taken on the responsibility of publicity for the school. Again
a conflict arose between her and the director over the approval of
material for newspaper articles. Mrs. Standish felt she did not want
to check with the director before sending in articles about the
school to local newspapers, because she planned each day down to the
last minute and was very busy. This did not allow her time to check
back with the director about articles to be sent out. It transpired,
through discussion, that Mrs. Standish, although by far the least
authoritative of the two parents, took care of discipline, while
Mr. Standish appeared to indulge the children and let them do "out-
rageous" things (quote from Mrs. Standish). Her way of disciplining
was to plan time for the children as she planned her own time—such
as to do chores, time to be in one's room amusing oneself, or time
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to have a talk with mother. These times were all set up in advance.
This method of discipline seemed to alleviate some of Mrs. Standish '3
need to be firm herself—she could blame the clock, "Look, it's after
four and this is the time for being in your room," rather than "I'm
busy now and can't deal with this or that." This organization of
time seemed to create a problem for Dawn in school because she needed
to plan for her own time to a certain extent and also be responsible
for following through on suggestions with regard to planning. In
other words, the emphasis was on her decisions and not removed from
her as they frequently were at home.
At this time two telephone conferences took place with Dawn’s
mother. She expressed concern about Dawn's attitude but also said
she felt that one reason for Dawn's lack of organization was the
"disorder" in her classroom: noise, chaos, and general sloppiness
she felt she had observed on the occasions she had been present in
school. The teacher (and director) were concerned because they felt
that Mrs. Standish had only visited at lunch time and towards the end
of the day and had not seen a true work period where the class was
all involved in different projects. Both parents were invited to
visit the class while in session and Mrs. Standish accepted while
Mr. Standish said he had a "pretty good idea of what does on from the
times I've been in and out of the school." He went on to say "What
Dawn needs is a firm hand. You have to say to her, if you don't do
what I tell you to do, then you don't get to do what you want to do
—
it's as simple as that!" Mrs. Standish was quick to say she felt it
$
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went deeper than that and Dawn’s Inability to work was because the
environment was too confusing and distracting—not a congenial working
environment generally.
After Mrs. Standish had visited the classroom during a work
session the teacher took time to show her around the room and des-
cribe the work displayed—what various students had done, how projects
had evolved, how much direction was given and what students had
developed on their own. After two more conversations along this
line, Mrs. Standish began to realize that the problem might be with
Dawn and not with the environment since other children did concen-
trate and get work done and the atmosphere, while being busy and at
times noisy, was very productive.
Mr. and Mrs. Standish agreed to meet with the teacher and director.
Prior to the conference, the director did an observation of the stu-
dents movements in the classroom. She observed them for a whole
morning and noted down each time a child moved, where he or she went
and for what reason (for example, to find research materials, get
equipment, consult the teacher, socialize, or leave the room). This
observation confirmed everything the teacher and director had known
about Dawn’s behavior over the preceding months and was good concrete
evidence to give to the parents. Dawn moved about much more than any
other child in the room and the reason for moving was heavily weighed
on the social side, mostly just getting up for no apparent reason and
joining other students to chat or flirt or distract them in some way.
A couple of quotes from that observation gives a feel for the type of
aimless movements she was doing.
Dawn goes to get paper and scissors. Returns to her
place, trailing paper over heads of people sitting working.
Paul and John working on their lizard project. Dawn goes
over and asks to borrow a magic marker. They do not have
one. Hangs around their table and cracks a couple jokes
before moving on •
Dawn goes from one person to another. 'Just checking on you,
seeing what you're doing,' she says, flicking her hair back
over her shoulder.
Dawn crawls under a table and tickles Peter's leg. He
shrieks and kicks out at her. General laughter. Teacher
asks them all to quiet down. (Director's class observation
December, 1974)
The teacher and director suggested an immediate working con-
ference at which they and the parents could discuss Dawn, hopefully
reach agreement and then draw up some guidelines for her which would
be consistent both at home and school. Mrs. Standish said she felt
the first step was to have Dawn tested psychologically to find out if
there was anything "seriously wrong with her." The New School staff
felt that a priority was to get some agreement between themselves
and the parents over consistency in attitude and expectations but
Mrs. Standish went ahead anyway and set up the appointment for a
psychological evaluation, including (at the request of The New School
staff) Dawn's being observed in school by the psychologist. After
meeting with Dawn and the parents, the psychologist said she felt
Dawn was a normal healthy teenager, very likeable and outgoing, who
had some concerns about "not getting her work done" and that maybe
The New School was too unstructured for her. The psychologist also
expressed concern about the inconsistency in the parents’ attitudes
and that at times their goals for Dawn were unrealistic . They
expected
] 1
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perfection in some areas but did not trust her to carry through on
her own in other areas. After a visit to The New School to observe
Dawn and talk with the staff, the psychologist concluded that the
reason for Dawn's not working must in some measure lay outside the
school
. environment since other children in her class were productive
and the teachers were available to give help and support on a one-to-
one basis. This led to a discussion of goals and the psychologist
said she had found discrepancies in the parents expectations for
Dawn at home. The New School staff expressed their feelings on goals
and how the Standishes did not always seem to see eye to eye with
them. The major area of discrepancy was over productivity. The
Standishes were impressed by productvity and urged Dawn to "do more"
—
by this meaning pages of math or longer pieces of writing. The
staff being initially concerned with process and how much an indivi-
dual child became involved with a project, and his or her effort
towards the end result, did not always view the condition of the
product as critical. These two goals seemed to be in conflict since
at home Dawn was frequently not trusted to do things where there was
a margin for error.
It was decided by the psychologist and New School staff to try
to point out to the parents these differences in goals and suggest
that if they could not be resolved, Dawn be withdrawn from the school.
This was brought up at the parent conference and both parents
were in agreement that some guidelines needed to be established in
order to deal with Dawn. Their tendency as individuals towards
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inconsistent attitudes in dealing with their children was discussed
at great length. At first, Mrs. Standish argued that their incon-
sistencies were strengths— that they added variety and that each
parent dealt with different things in different ways. This was known
by the children and respected. The staff used one or two illus-
trations of Dawn’s manipulations of her parents in relation to times
she had been asked to follow through on work at home and where she
managed to play off one parent against the other to get out of doing
what she was supposed to do, and under pressure Mr. and Mrs. Standish
finally agreed that they would try to work together on setting guide-
lines and limitations for Dawn.
The director then addressed the matter of what she felt was a
discrepancy in goals between home and school, the school being more
concerned with process, the parents with product. She said that
whereas fine products were valued and encouraged (a look around the
classroom would verify that) that "doing a certain amount" was not
necessarily paralleled with learning. The director explained that
a primary goal within the school was to develop thinking and organ-
izing skills that would help make a child responsible for his/her own
learning. She felt that once these skills were emphasized, that a
child was encouraged to plan and carry through his or her projects,
productivity and quality would follow, but in a meaningful way for
the child.
The Standishes had obviously given this some thought, prompted
by the visit to the classroom and comments by the testing psychol-
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ogist about some apparent differences in philosophy. They said
maybe they had been pushing for the wrong things. The teacher
pointed out that whereas Dawn should be held firmly to her work
commitments by parents and staff working together and not allowing
her to manipulate them by using their different personalities against
each other, leeway of the finished product could be allowed and that
Dawn should become the best judge of her own work—comparing it with
other work done previously, the effort that went into it, and her
sense of accomplishment.
It was decided at the end of the conference that Dawn should
work on a workplan for herself for each day, in conjunction with
the teacher, and that at the end of the day her teacher would sign the
worksheet and her parents would see it when she got home and sign it
also. Any work that Dawn had planned and not done, she would complete
at home unless the teacher felt that she had been involved in a valid
alternative during the school time. The parents promised to keep in
touch weekly with the school to discuss the progress of the system
that was set up with Dawn. Prior to this, the teacher had talked
with Dawn about the upcoming conference and reached an agreement with
her about a plan for helping her organize her work and become more
efficient. The Standishes said they would follow the conference with
a discussion with Dawn, stressing that the parents and school were
in agreement and would be working together.
Following this conference The New School staff began to see
major changes in Dawn. She accepted the guidelines that the planning
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and signing of the worksheet imposed and declared her intention to
"turn over a new leaf." She told her teacher that her parents
said they felt that The New School was a marvelous place for child-
dren, offering many opportunities for personal and intellectual
growth but if Dawn could not contribute her part towards school
life, namely responsibility for her own work, they would take her
out. The change in Dawn was so drastic that the teacher held his
breath and waited for it to end; it seemed too good a thing. However,
it persisted and the "new" Dawn seemed much more happy with her time
in school and her accomplishments. She liked the idea of being
responsible and interpreted the checking-up and signing of her
worksheet as a concern rather than a punitive action which acted very
positively on her. By the end of the year trip (a week in Washington,
D.C.), she was taking a responsible role in the class and had become
very reliable. Dawn remained very social but no longer relied on
that contact for complete gratification. Instead, she began to enjoy
working and finding out what she was capable of doing and as she did
more and got more satisfaction and more praise it became self-
perpetuating. A quote from the teacher conference report to the
parents at the end of the year sums up Dawn's change of attitude.
Dawn was able to bring about one of the fastest changes
I've ever seen. It appears that once she realized that
in addition to our being concerned, you too were very
concerned with her development and lack of progress,
she decided she was going to have to do something about
it and she did. The first few days after we had started
the new signing of schedule plans, Dawn was working well.
After the first week, I started to get impressed. By the
Washington, D.C. trip in May, I was sure this incredible
change had taken place permanently. Dawn was one of the
most helpful, well organized people on the trip. Dawn
is feeling much better about herself. As she experiences
the way people react to her new attitude, she likes it
and this reinforces the attitude. (Parent Conference
Report May, 1975)
/
Dawn’s change, reinforced by parent support, continued through
this school year and her remaining two years at The New School.
Her parents seemed impressed with the results of taking the staff's
advice and kept up their support of teachers and school goals all
the rest of the time Dawn remained in the school.
No further conflicts occurred between the staff and the
Standishes and they devoted most of their time to supporting what
their children did in school and seemed less concerned about
challenging how the school was run.
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Richard Miles
Richard is an example of a child who had problems and his parents
sought the school as an answer to his problems. When the school did
not meet all their expectations and they were unable to change it to
suit themselves, their negative reactions to parts of the program
created difficulties for Richard and impeded his progress.
Richard, aged six, joined The New School in January, 1974. His
mother came to visit the school with him and said she was seeking an
alternative school because Richard was having so many difficulties
in the public school situation. She said that the public school was
"okay" and that her daughter, Lois, aged nine, "loved it" and was
doing "just fine" but Richard was having problems because of his
personality (he liked to verbalize a great deal)
,
and because of his
difficulty with fine motor skills (much of the school work was depen-
dent on writing). Mrs. Miles was very enthusiastic about The New
School, feeling that what she saw would be good for Richard and the
type of environment he needed. She explained to the director that he
was a very bright, forthright child with lots of ideas and opinions
of his own and wisdom "beyond his years." She said the public school
teacher could not cope with him because he spoke out and questioned
and she felt this would be encouraged at The New School. Mrs. Miles
said she also felt that Richard's potential was not being realized in
the present situation. He was not yet reading. Part of this
his
mother attributed to his present school's use of the Initial
Teaching
Alphabet (I.T.A.), a phonic approach with different symbols
for each
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sound used in reading. Mrs. Miles said Richard found this system con-
fusing and although he loved having books read to him, he did not
often pick up books on his own. She discussed with the director
Richard's enthusiasm for doing projects at home and the fact that she
took him to the library for books about his projects. However, she
was obviously concerned about his reading skill. Also, his writing
was hampei'ed by his difficulties with motor skills. The director
was somewhat disturbed when Mrs. Miles said that her daughter was
doing "just fine" in public school but Richard needed something
different because of his problems. The director explained that The
New School was a family school and parents were encouraged to enroll
all their children. Mrs. Miles said that her daughter was well set
with her friends and she would not withdraw her mid-year but she would
consider placing her in The New School in the following September.
She also said that at this point, money was a major consideration and
the need to do something for Richard was more urgent.
Richard started at the school after the Christmas holidays, in
the younger group (age range five to ten). He was well accepted by
the group and his long, involved verbal ramblings tolerated with
amusement. Richard was enthusiastic and very eager to express himself
on any and every subject. Being one of the younger children in the
group, he did not domineer situations although the teachers felt
po-
tentially he would, if given the opportunity. Much of Richard's
gratification came from his talking and explaining things he knew
about
and other children in his group were impressed by his
knowledge, es-
pecially in view of his age. Older children in the group
found his
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(at great length) somewhat amusing. At times they laughed at hin but
generally they were quite indulgent of his forthright nanner and his
voice which was high pitched and constantly excited.
Richard worked well during his first five months in school and
made some progress in his reading and writing. He did not spend any
length of time on one particular area of learning but this was
accepted as being appropriate for his age and he did complete his
chosen assignments. His mother worked with him on reading at home to
help the transfer from I.T.A. to regular printing and the teacher’s
report at the end of the school year was generally positive. She
commented that Richard had "settled well" at the school and "parti-
cipates enthusiastically in all class activities." She also commented
that he "concentrates well when working." The teacher mentioned
Richard’s improved reading and notes that Mrs. Miles has been helping
him at home. Richard’s teacher stressed the need for him to do
drawing, painting and junk modeling as an aid to his fine motor skills.
She also commented on his participation in movement sessions and how
these sessions would improve his body co-ordination.
Only one or two warning notes were mentioned by the teacher.
She said that Richard was open and honest about discussing "feelings
but found it hard to say when he was hurt or "put out" in a situation.
She also noted that Richard’s ideas came a lot faster than he was able
to implement them; and, for example, in movement, this caused him much
frustration. He wanted to be able to execute much more complex
movements that his body was capable of doing and this frustrated
him.
120
Frequently he would reject the idea of perfecting a less complicated
movement, feeling it wan "too simple." (Parent Conference Report May,
1974)
During Richard's first five months in school, neither of his
parents were much involved in the running of the school. Having
joined part way through the year, when the board had already been
elected and parent jobs distributed, they mostly took a back seat,
watching to see how things were operated. They did, however, attend
workshops and parent meetings and expressed an interest in becoming
more involved in school operation and planning. They also let their
daughter visit school for two days and said they planned to send her
the next September. Her visit was the first indication to The New
School staff of the force of Mrs. Miles personality. She was aggra-
vated that Lois said she hadn't had a good day and didn't want to
attend the school. Mrs. Miles blamed the teacher for not being respon-
sible for Lois having a good day! She said she was extremely annoyed
that Lois was left entirely with Richard and no one her age bothered
about her. She did not ask the teacher for her perceptions of the
day or what Lois had done. Another visit proved more agreeable to
Lois but she still lacked enthusiasm for the school, despite many
attempts to involve her with other students her own age.
The next year brought a change in the class structure since the
children were divided into three groups instead of two and Richard
now became one of the oldest in the youngest group. His parents did
not send his older sister as they had said they would and gave
as
their reason a combination of her not being very enthusiastic
about
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her visits and also their tight financial situation. Richard waa
enthusiastic as ever about school projects and other cilldren. How-
ever, his work attention span did not increase and his enthusiasm for
reading dwindled somewhat. He would come into school and tell his
teacher that his mother was reading an older book (such as The
Hobbit
t
) at home to him but he seemed unable to accept books, at his
own level, on which to practice his reading. However, his desire to
please and keep everyone happy usually overcame his reluctance and he
seldom refused to do anything. He did, however, develop a dawdling
habit to delay unpleasant things as long as possible. His teacher
told him that sometimes it was alright to say "no" but Richard found
this very difficult even when his whole body language and actions
indicated that that was how he felt. He always expressed his need to
read, write and do math when the class was planning their time but
he lacked enthusiasm to do much more than a couple of math problems
or one or two sentences for writing. His teacher was concerned for
him to do more long term projects and really get involved in the work.
Richard talked and planned a lot but did not follow through in any
great way.
At the first parent conference during the 1974/1975 school year
his parents expressed their desire for him to be further along in his
reading and said they were reading every night with him at home and
he should be made to read every day in school. It was explained to
the parents that many reading activities and opportunities were present
every day but he did not necessarily sit and read with the teacher on
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a one-to-one basis every day. However, the teacher explained that if
a child initiated the desire to read to someone, there were always
people available, such as student teachers or older children and
that one aspect of The New School philosophy was to encourage such
initiative on the part of the child.
About half way through this school year, the oldest students
in the school organized a history pageant. They formed groups and
each group took twenty-five years of American history to study. They
then wrote very short skits about the things that happened in each
of those years. When the skits were written, children from the
middle and younger classes were recruited into the groups so eventu-
ally everyone in the school was involved in the pageant. Scripts were
written and passed out, props and costumes were made and the plan was
for the pageant to be performed for the parents and then for each
group to make a scrap book of their twenty-five years, into which
they would paste scripts
,
photos, parts of costumes and props and
write comments.
Richard was picked by a group and went to work enthusiasti-
cally on rehearsals for the pageant. The last week or so before the
pageant was due to be shown the entire school day became devoted to
rehearsals, the making of props and costumes and generally organizing
the evening, who was coming, what food would be prepared and countless
other details. At this time, Richard began to be uncomfortable and
make comments about not being able to join his group for rehearsal
because he had not yet done any reading. The teacher explained the
$
importance of the pageant and how much he was learning from working
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and planning with other people as veil as the history involved, the
reading and remembering lines for the skits and the art work in the
props and costumes. She assured him that he could still find time
to read and should ask her when he wanted to read or find an older
child to read with him. However, Richard’s anxiety grew and the
teacher asked him outright if his parents said he should be ready
every day. He said they did, and so, to alleviate some of the anxiety,
the teacher asked one or two of the older children to ask Richard if
he would like to read to them before school or during breaks between
rehearsals. He was always polite but made excuses. "Not just now,
thank you very much," or "I’d really like to but I promised to go
outside with someone." He seemed to have no genuine push to practice
reading himself but was subject to outside pressures. At "book
corner" time in the morning, Richard would make comments like, "My
mother said she’ll be glad when this history pageant is over and we
get down to work again," or My mother thinks that we waste a lot of
time now we are doing the history pageant." Things came to a head
two days before the pageant when Richard asked to drop out of his
group altogether. Usually articulate, he seemed unable to give any
reason for wanting to leave. He was told that he was wanted and
needed in the group and his contribution was important, so he stayed
with his group. Richard's parents attended the pageant and the next
day when the children were discussing how much their parents had
enjoyed the performance, he said his parents said it was "okay," but
it sounded as though it had been taken from the "Book
of Firsts" and
there should have been more important things in it.
When Mrs. Miles came in two clays later with a reader for Richard
to use in school, the taicher called an impromptu conference with her
and the director. The pageant was discussed and the teacher explained
how she felt Richard's enthusiasm and interest in the pageant had
dwindled because of a lack of support at home. Richard had ceased
being interested in the pageant because his parents gave the
impression that they did not think it was important. Mrs. Miles said
she felt that far too much time had been spent on it, with poor
results, and better could have been achieved in less time. The di-
rector said she felt that what Mrs. Miles was referring to as better,
could probably have been achieved if the staff had planned and run
the pageant but this was not the educational goal of such a perform-
ance— the aim had been for the children to do the planning, organizing
and make the decisions, then share their results with the parents.
She explained all the learning experiences involved in such an endeavor
and Mrs. Miles said she did not negate these, she just knew that in
some areas, such as reading, Richard needed to be pushed and made to
do things. Despite the teacher and director explaining their policy
of encouraging the children to develop interest and motivation in a
skill as well as learning the semantics of that skill (many children
had read many books in preparation for the history pageant), Mrs.
Miles still insisted that Richard needed more "pushing." The director
suggested that the following year the Miles consider a different
environment for their son where there would be more structure and
controls and where some of the parents' criteria could be met that
could not be met at The New School, not because of lack of time,
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organization or manpower but because they conflicted with the basic
philosophy of the school. At this point Mrs. Miles backtracked a
little. She said that the only alternative to The New School was
public school and that would be a retrograde step for Richard. She
said she was disappointed that The New School could not offer more
than it did but she supposed she would have to be content with all
the positive aspects of the school (Richard was indeed happy and
productive) and not concentrate on the negative side (he was not
learning as fast as she judged he should be).
Neither teacher nor director were content with the conference
and felt that pressure was being applied to Richard to do and be things
that he could not do or be in The New School. Written evaluations
followed shortly and the teacher decided she must be very direct in
communicating her concerns about Richard. After evaluating his growth
in terms of work patterns, relationships, attitudes and physical
development, the teacher addressed herself to "special concerns" which
is quoted here in its entirety:
One concern I have already mentioned is Richard’s reluctance
to say ’no’ when he obviously feels like it. I am also con-
cerned that Richard does not always hear all that is being
said but focuses in on a certain point which triggers off a
long recitation which may be extremely interesting but is
off the general point. He also does this with what other
children say to him and does not emotionally respond to the
entire thought or feeling. It tends to be a list of facts
rather than a personal interchange.
I am concerned that you do not altogether support what is going
on in school nor trust that what we are doing will really work.
I also feel that you don’t quite trust Richard’s efforts as
he tries to learn to accept responsibility for planning his
time and learning to take charge of himself. Your fear is that
hfe is not getting enough 'skill' work. Our goals seem to be
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different. I am afraid that Richard will pick up on your
insecure feelings about what is going on— if he has not
already done so. Ln this type of educational situation,
a child needs the complete support of his parents. We
are asking him to go out on a limb to create, carry through
on his own ideas, set goals and expectations for himself
and to feel. To ask a child to do so and then judge his
eff orts on the basis of a totally different criteria can
put him in a terrible bind and is not really fair to the
child. (Parent Conference Report May, 1975)
The parents’ response was in written form on the bottom of the
evaluation sheet, also quoted here in full.
You certainly know how to run a guilt trip on a parent. I
would like to see him adding, subtracting, dividing, mul-
tiplying, reading, writing, creating, dancing, singing,
relating to others and feeling good about himself.
I would question any form of system which suggests that
parents who question are creating insecurities in the same
child for whom the system purports to develop independent
thinking— searching
—
questioning children.
A conference followed a few days later. It was disappointing
for the teacher because the Miles were not nearly so forthright about
their concerns as Mrs. Miles had been when alone or as expressed on
the conference report. They talked mostly about positive things
concerning the school and all of Richard’s gains and good feelings.
They avoided confrontation by being vague and saying that they felt
the negative things had been taken out of proportion. They were
still concerned that Richard read every day but wanted him to continue
at The New School.
There were some misgivings on the part of the educational
director when Richard was re-enrolled the following September. It
was decided to retain him in the younger group for at least the begin-
ning of, the year since there was a sizeable group of eight year old
boys and girls in that class and it was felt that Richard might take
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more initiative as one of the oldest in the group, rather than a
younger one in the middle age range (also a considerably larger
group). His parents expressed disappointment at this decision as
they said they wanted him to have the challenge of the middle group,
with older children and harder work. It was pointed out that Richard
found it hard to meet the expectations in terms of planning and
follow through achieved in the younger group and was already exper-
iencing the feeling of not meeting his parents' expectations. Again
the director reiterated the school's philosophy of allowing a child
to develop an inner desire to learn and be self-motivated. Both
teacher and director emphasized that they saw the parent's role as
one of support and encouragement of the child's best efforts, with
an acceptance of his or her level as a starting point for growth as
opposed to a constant pushing for higher standards which imposed on,
rather than drew from, the child. The parents said how much Richard
loved the school and wanted to be in it, enjoyed his days and liked
his friends; _he did not want to return to public school and they felt
that public school would "be even worse for him."
Richard started his second full year at The New School and his
mother joined the parent board. She and one other parent formed a
committee to revise the bylaws of the school. Their intention was
to remove some power from the education director, whom they both saw
as too powerful in terms of making decisions about the educational
program. This intention was expressed at the first meeting to which
any interested parents were invited. It was countered by the other
people at the meeting who felt that the stability of the school
would
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be threatened if parents could change around educational procedures
whenever they felt like it and that decisions about the running of
the program had to be made by the director and staff. Mrs. Miles and
the other parent continued to work on their revisions, although
questions were raised about why the committee was ever formed. The
president of the board asked these two parents to bring their
revisions to the board for consideration when they were complete.
Mrs. Miles was generally a somewhat negative board member,
often taking the attitude that the parents were shortchanged by the
staff who had everything their own way. She was against raising
salaries, objected to a teacher having time off from school to take
an education course, expressed her view that the staff only worked
a four and a half day week (because one afternoon was devoted to a
staff planning meeting) and was most unsympathetic when a very estab-
lished staff member considered resigning because of lack of parent
involvement and support. The board, and in particular the education
director, began to see Mrs. Miles as a negative, non-trusting parent
who had little belief in the educational goals of the school.
During this time the teacher's anxiety over Richard also
increased. His dawdling became more common, his ability to follow
through on plans less acute and he constantly talked about "doing
projects at home with my mother and father." When he brought these
into school, it was obvious by the quality of the work that Richard
had not done the major part and this was verified by Richard himself.
Parent conferences were scheduled for November and at the last
minute, the Miles cancelled theirs without reason. The teacher called
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for a special conference in December, explaining her concern that
they meet and discuss Richard. The teacher prepared a written
evaluation ahead of time, even though this was generally done only
at the end of the year, commenting on Richard's lack of growth.
Richard continues to be extremely social, joining in with the
other children and showing a lot of enthusiasm. He appears
to empathize with the feelings involved in social conflicts
and is extremely verbal. However, on occasions when a real
expression of feelings (e.g. anger) is appropriate, it is
not forth coming. This I mentioned in last year's written
evaluation and I bring it up again as being important
because we seem to be at a standstill. Richard's pattern
is to agree enthusiastically with what one says or suggests
without really grasping the essence of what is being said.
He feels that if he has the right answers to things (i.e. to
verbalize in neat platitudes) that is all that is required
in any given situation. I feel that this really interferes
with his ability to communicate and is carried over into
his work. If Richard can verbalize what he has done, he is
satisfied without seeing any need to evaluate what he has
done in terms of his potential or age. Evaluation carries
with it the internal impetus to improve or expand. I think
that it is this lack of growth that is my major concern.
It is not that I have any arbitrary standard that I feel he
should have reached by now but rather that we should be
seeing growth.
Richard should be questioning his work and wanting to know
why he goes so far and stops—not daydreaming the time away.
Reminders work on a temporary basis because Richard is accom-
modating but he seems to have no internal desire to take
himself further. The New School environment demands a certain
amount of self initiative on the part of the child. (December,
1975 )
The staff decided that an alternative situation should be found
for Richard because of the sharp division between parent and school
goals which they felt were hurting him. However, at the conference
the staff concentrated on Richard's lack of growth and seeming inabil
ity to benefit from The New School environment rather than on
the
division between parents and school because they did not want
the
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Miles put Richard in a different school. Mrs. Miles got very emo-
cional and said that the school was not being fair to them or to
Richard and they should put more pressure on Richard if his perform-
ance was not adequate. They suggested that privileges such as
swimming and play time be withdrawn from him until he worked better.
The director said that she was primarily concerned with Richard and
she felt that he was not able to progress in the type of atmosphere
offered at the school. Rather than let another whole school year go
by, she felt some action should be taken. She felt that they had
complied with the parents method of tutoring Richard at home as a
compensatory measure and this had not improved his responsibility or
ability in school (in fact, some deterioration had taken place).
They suggested that the Miles look into alternative situations
(maybe a different type of private school?) and the director agreed
to talk out the situation with Richard.
When the director talked to Richard the next day, he agreed
that he found it hard to concentrate and follow through on work and
that he spent a lot of his time watching what other people were doing.
He thought he might do better in a school where everyone did the same
thing at the same time. He said he felt he was a disappointment to
his parents because he could not do things better than he did. The
director felt very concerned that he showed such a low self-image
when one of the main goals of The New School was to help create
positive self-images in students. She saw the pull between parents
and school as a very destructive influence on Richard.
.31
The following day Mrs. Miles stormed into the school, furious
because Richard had coire home and said he was leaving The New School.
She said he had been presented with a firm decision and she had
wanted the director to tell Richard that his continuing at The New
School be contingent upon his bettering his performance in class.
The director said she thought Richard was suffering from enough guilt
feelings as it was without adding more. She suggested that the Miles
research some alternatives and keep in touch with her. She expressed
her willingness to meet with people in the new situation and discuss
Richard's needs and in any way possible, help to ease the transition.
The next week, the parent board received a letter of resigna-
tion from Mrs. Miles in which she said that she could "no longer be
a board member since the educational director has seen fit to dismiss
Richard from The New School." (January, 1976) The director
approached Mrs. Miles on the grounds that she realized how upset she
was but that the staff really had Richard's best interest at heart in
making the recommendation. Mrs. Miles said it was a "terrible shock
and had come "totally out of the blue" and when the director reminded
her of the previous year's conference and written evaluation, she
said she saw no connection. She had been very aware of her own dis-
satisfaction with the school but had never thought of the school as
possibly being dissatisfied with Richard. She had believed that as
long as she wanted him in the school, there would be a place
for him
and it had been a bad blow to her to find out otherwise.
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Three days later, Richard came into school with candy for all
his classmates, gathered up his personal belongings and announced
that this was his last day in school. When his mother picked him
up, his teacher asked her if this was true and she said yes, they
were going on vacation. Richard was enrolled in public school when
the Miles returned from their vacation and a standard request for
records was received in the mail. No personal contact between the
schools, concerning Richard, was ever established. The staff and
children missed Richard and thought about ways in which the final
break with the school could have been made easier for him. They
decided that it would have been better not to have re-enrolled him
at the beginning of the school year or maybe even to have let him
attend for the whole year once he had started. This had been con-
sidered but had been rejected because of the amount of time that would
have been wasted for Richard. In any event, it made it obvious that
a more careful examination of parents goals must be made before
enrolling children.
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Steven Hopkins
Steven is an example of a child whose parents, in theory,
believed strongly in the philosophy of The New School. However,
Steven had difficulty with learning and his parents' anxieties pre-
vented them from trusting the school (and their son) to work out the
problems
.
Steven's parents were two of the original people instrumental
in founding The New School. They had two sons at the school: Miles,
aged eight and Steven, aged six. Miles had previously been in a
Catholic elementary school and had encountered many difficulties,
both scholastic and social. Steven had only had kindergarten in a
regular public school and during the upheaval of the original school
and emergence of The New School, the Hopkins withdrew Steven and
placed him in the public school first grade, not wanting him to "miss
out on the basics" in the event that the school folded. As parents
anxious for more organization, the Hopkins were welcomed while The
New School was being formed and they were part of the first New School
board which consisted of three sets of parents and two teachers. The
author was at that time asked to be educational director of the school
(an understanding that existed during the discussion about forming
The New School) and Mrs. Hopkins was asked to be president. As such,
she began organiz ing to set up bylaws and constitution for the
school and she re-enrolled both sons for the following school year.
Throughout the summer Mrs. Hopkins and the director worked
closely4 together on publicity for the school. The board metmany
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times and eventually a set of bylaws was drafted and a constitution
set. The director was anxious to move towards more organization in
the classrooms, more planning of the environment by the teachers
and generally more follow through on individual children to encour-
age them in getting a balance among the experiences offered by the
school. Mrs. Hopkins was in agreement with all these aims as she
also saw the need for more organization on the administrative side
of the school. Because of the experiences with the previous
director/parent, the parents and teachers were anxious to build into
the constitution the fact that education and administration would be
separated, with the staff taking full responsibility for the planning
of the educational program, asking for parent input when necessary
but not being subject to parent pressure to change school phil-
osophy. This was agreed to, in principle, by both the Hopkins during
board discussions on this topic and became part of the original set
of bylaws.
The Education Director shall:
A. Be directly responsible for the educational
administration and philosophy of the school
within the aims and purposes of the corporation.
B. Be responsible for the enrollment and recom-
mendation of withdrawal of children.
C. Recommend appointment and removal and con-
tinued training of teachers. (New School
Constitution and Bylaws 1970, p. 3)
During this organization period, the Hopkins both expressed the
view that lack of organization in the classroom had prevented child-
ren from learning and they hoped it would improve the next
year.
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It became obvious during the next year that Steven was having
reading difficulties. He was a very highly strung child and very
defensive when approached about skill work. The teacher felt that
he was bright but that a phonic approach to reading was difficult
for him so she used an experience approach. (This approach was the
basis of The New School reading program, supplemented by phonic work.)
Steven enjoyed science and some success at reading was achieved by
relating the reading experiences to his interest in science projects.
At the same time, the teacher tried to build his self-confidence
because she felt that his lack of confidence was the most detri-
mental factor in his learning. He seemed constantly tense over his
reading and so the teacher focused on trying to get him to relax,
get involved in art projects—such as junk modelling and cooking,
which he loved, in order to give him some positive reinforcement.
She felt that when Steve felt good about himself and his achieve-
ments and was reinforced in this by the other children in the class,
he would be more agreeable to working on his reading. At the parent
conference that year, the teacher stressed the need for Steven to
relax and enjoy things and it was asked for this to be encouraged at
home. Discussion with the Hopkins revealed that they had put alpha-
bet cards up around his bedroom, "just in case he feels like prac-
ticing the sounds" and bought him a phonics game for Christmas which
"he really enjoys playing". When the teacher asked him to bring in
the game to school, he said, "That dumb game— I hate it!" The
Hopkins said that they were both avid readers and constantly
m a
book" *at home. They said Steven saw this and should
be encouraged
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by it to read himself but in fact they found it made him angry ind he
would make comments such as, "You’re always reading." or "\’e don't
have any good books." They readily agreed that maybe their interest
in books intimidated rather than encouraged Steven and they insisted
that they wanted him to relax and go at his own pace.
Both the Hopkins were on the board for the 1970/71 school year
and Mrs. Hopkins for the 1971/72 year. They both worked hard for the
school and seemed to have a desire for it to succeed but their em-
phasis on organization, planning and committees extended beyond the
basic need for order to be established at the outset of the school.
They began pushing for policies and written records and procedures
to be established and followed regardless of their appropriateness
to a particular situation. During her time on the board, Mrs.
Hopkins encountered a number of situations when parents called her to
complain about things going on in the school or problems with teachers.
Since she was not regularly in school, it would have seemed logical
for her to transfer the complaints to the people involved but she fre-
quently became caught up with the problems, made judgements and
promised the parents she would "take up the matter with the director .
The director said she felt that the board’s (and in particular, the
President’s) job was to support the staff. She said that any educat-
ional policy was open to question and discussion but that the presi-
dent really was not in a position to know what happened in school
and how it was handled. Direct dealing with the educational
director
would be more appropriate to the resolving of the problem.
After
this, Mrs. Hopkins became less free with her opinions
on situations
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in the school but she always took a middle road and could never bring
herself to endorse the school in a trusting way. She woulv* tend to
comment I 11 find out about that and let you know" rather than
"That doesn't sound like something that would happen at the school,
maybe you got the wrong story. Why don't you call the director or
teacher or let me tell them and they can call you." Whereas there
appeared to be nothing wrong with the former reply, the director felt
that after she and Mrs. Hopkins had worked so closely for so long,
Mrs. Hopkins could have been more supportive. Although the director
became quite close friends with the entire family and encouraged
them to come into school and meet often with the teachers, there was
always seemingly some measure of holding back from commitment to the
whole philosophy. This was reflected in school by both Miles and
Steven. They were critical of the school and how it was run and
attributed their learning difficulties to the school environment or
complained that the teacher did not spend enough time teaching them
specific things. It seemed that this attitude was encouraged at
home rather than one of supporting the school and suggesting that
teachers and parents work together to sort out specific problems. For
example. Miles would say his parents thought that the teacher spent
too long sorting out personal problems and not enought time "teaching .
Steven spent the school years 1970-1973 with one teacher in the
younger group of children and found it hard to relate to many in his
class because he would ridicule things they did and frequently say,
"That's dumb." or tease other children when they were relating
some-
thing ‘they had done or planned to do. The teacher felt this
was due
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to his own insecurity but it often set a bad tone with the other
children. As Steven got older, he began to have more influence on
his peers and would sometimes form his own group to boycott "dumb
ideas" such as movement sessions or trips if they did not happen to be
to a place in which he had a special interest. This bothered the
teacher because no matter how much she worked with him individually,
he still did not seem to completely trust her. In one evaluation
(May 1972) she wrote,
At times, Steven is charming and helpful, sharing ideas
and full of the desire to make and do. Then just when
I think I have his confidence, he shuts me out
—
making some offhand comment about how dumb something
is; joking about toilets in the middle of a serious
’book corner’ discussion or giggling uncontrollably.
These times are becoming less frequent but after three
years in the school, I would have thought he would be
more trusting of the situation. Steven seems always
to have a chip on his shoulder about one thing or
another. I would like him to be more sure of himself
before moving into the older class.'
At the end of this school year, the older class took a trip to
England which included Miles. He was very excited and involved in
both the preparation and the actual trip and through it, seemed to
gain some new respect for the school. This in turn was passed on to
Steven, who said he was anxious for his turn to go to England too.
Mrs. Hopkins left the board the following year (1972/1973)
because of family commitments, unrelated to school, which she felt
would not allow her enough time to devote to school business. She did
however, attend several board meetings (they were always open to in-
terested parents) and in February, 1973, she sent a detailed letter of
suggestions to the board members. It began as follows:
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Dear Member
:
As a somewhat objective participant in several
recent meetings of the school, I have become
deeply concerned with the way in which the bu ; -
ness of the school is being handled.
It is the intend of this letter to offer some
criticism as well as recommendations and guide-
lines which may help to resolve some of the
problems
.
She then went on to comment on Board Meetings.
Board and General Meetings
It seems that while the responsibility of managing
the school has become more complex, the lack of
order in meetings still prevails. There are dis-
cussions going on unrelated to the business at hand,
cross-conversations, whispering, etc. In this atmos-
phere, it is rather difficult for the Board to carry
out it’s function to formulate policies, operating
decisions and recommendations. Furthermore, it is
even more difficult for the Board secretary to
record the proceedings of these meetings.
I recommend that someone familiar with parliamentary
procedure guide the meetings for a while or advise
the President on the proper procedures. I further
recommend that the agenda be distributed at. all
meetings and receive the full cooperation of every-
one in following it’s order.
When a decision has been made by the Board, that
affects the school membership, it should be Board
policy to send a letter as opposed to phone calling
each individual.
Mrs. Hopkins then went on to comment on the "Secretary’s,
Treasurer’s, Vice President's and Director's responsibilities", com-
menting on a lack of minutes at meetings, the need for a Financial Ad-
visory Committee, the need for a committee chairman and the need to
exempt the educational director from matters other than education such
as mentioning to a parent at a parent conference about an unpaid
bill.
The final section of her le .ter dealt with "Unjust and
Unrealistic Policies" end "Long Range Planning" (her headings).
In connection with the former, she commented that allowing "schol-
arship children to attend the school when no scholarship fund was
set up was unrealistic and a committee should be formed to deal
with this and in respect to the latter category, she said:
It takes more than idealistic dreams to shape the
future of the school. It takes careful planning,
it takes money, it takes time and it may even mean
backtracking to re-establish our goals within a
more realistic framework. Yes, let’s plan but
let’s be darn sure we have a viable financial
structure to maintain our existence.
The board independent of the educational director, discussed
the letter and in reply, sent Mrs. Hopkins a letter which included
the following comments:
The board and general meetings lack order in the
parliamentary sense but to conduct them in the formal
atmosphere that you suggest seems unnecessary. More
order could prevail but common goals and methods within
the structure of an informal atmosphere is the essence
of why we are all involved. We have chosen to leave
a well ordered and structured and political institution.
We wish to restructure these values.
The philosophy of the school should prevail throughout
all it's aspects thus allowing each participant, child
as well as interested parent, to blossom to their
particular ability and talents. This cannot be done
simply through the establishment of order. We do not,
however, feel that guide lines and rules are not nece-
ssary for progress.
Accurate minutes of past meetings have been kept. They
are available to show the evolution, growth and defici-
encies. We do not quarrel that they are most vital
and necessary. The board is in accord on what is rel-
avent for recording, regardless of cross talk and whis-
pering.
We cannot go along with the premise that the director’s
responsibility should be confined to, in essence,
teaching and education. We realize education is pri-
mary and your " lJ
-'b Evaluation" is correct but you have
neglected the aspect of personal evaluation present in
any ’job'. Our rewards are always greater when we
consider the innate personal impact one brings to a
job such as dependability, enthusiasm, conscience,
dedication, interest and, in this instance, love.
These foregoing qualities are always taken advantage of
and deserve the ultimate merit recognition by any
organization.
We recognize the fact that there is always room for
improvement but trust that the foregoing will afford
you a better understanding of the guidelines with
which we are operating.
Mrs. Hopkins did not attend any more board meetings although she
still participated in general meetings and educational programs.
At the end of this year, the Hopkins withdrew Miles and placed
him in the eighth grade in public school. He could have stayed one
more year at The New School. They gave two reasons for their with-
drawing him: first, Steven was moving into the older age group the
following September and they felt it would be detrimental for them
both to be in the same class; and second. Miles needed a year to "ad-
just" back to public school and its functioning before going into high
school
.
In a graduate questionnaire (see Appendix C) filled out by the
Hopkins and Miles, (Oct. 1973) the parents stated the main advantage
of The New School as: "Realizing that learning can be fun and is
mainly the responsibility of the student" and disadvantage as "in-
adequate facility for an expanded program and quiet area, partic-
ularly in the older class." They went on to say they felt there
was a
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"lack of emphasis" on important skills. "Independent studies geared
to his capabilities, needs and interests, with more responsible
guidance and encouragement by the teacher would be desirable from our
viewpoint and experience." They named the England experience as an
important experience, "pulling together an academic social experience
to the ultimate degree" and commented that Miles was "more aware now
that he is ultimately the master of his own destiny and what efforts
he puts into life experiences. He also relates to how good or bad
he feels about himself." Their main comments, however, came in
answer to the question: "Do you feel you had enough say in the running
of the school? If not, explain." They explained:
Not in the academic areas. Concerns about reading,
math skills prevail among parents and either the
learning experiences are not fulfilling, the needs
of the children or the children are not capable of
learning in the environment of The New School, or
are very slow learners in any academic situations.
Exploring concerns openly with groups of parents is
most important for the morale of the school. It is
exceedingly damaging to have behind the scenes gripes.
These concerns can be the basis for an important
education discussions, can foster a better under-
standing of any problems that do exist and together,
teachers, parents and child can look for a course of
action mutually satisfactory to all.
Several education meetings explaining classroom procedure and
philosophy had been held that year and attended by the Hopkins. The
meetings had always included an open time for parents questions and
concerns. However, it was explained that not much time was taken at
The New School for rote learning or pages and pages of practice in
J
basic skills. Rather, there was an emphasis on encouraging a desir e
to learn and the skill of learning how to learn , which mean time
4
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spent on individual planning and execution of projects. The H > 'kins
agreed this was time well spent but time should have been found
for the other things also. The staff was not sure whether the
Hopkins were referring only to themselves when they mentioned
"behind the scenes gripes" or to other /parents also and when asked out
it, they were elusive, saying only that, "Other people have concerns,
too.
"
Steven moved into the older class in September, l l)73 for what
was to be his last year at the school. The parents involvement in
the school dwindled considerably this year although they did both
attend parent conferences. They discussed with the teacher Steven’s
poor reading level and their concern that he would never learn in The
New School environment. They said they planned to place him in the
public school sixth grade the following year and would get him a
tutor for the current year and textbooks from the public school for
him to bring in to The New School. They would like the teacher to
allow and encourage him to use the books. The teacher said he would,
since he felt, too, that Steven was not able to take advantage of the
school any longer and was becoming less and less productive. Gener-
ally, the year was not a good one for Steven. The tutor and his
parents demanded a certain amount of work from him during out of
school time so he was reluctant to work in school, particularly from
the textbooks. His immaturity and his general lack of interest in
work made it hard for him to relate to the rest of his group and he
did not participate in any class activities, such as plays, deeming
them* to be "dumb". He spent a lot of time making models
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and gravitating back to the younger class to play with the yotoger
children. The teacher frequently discussed working in the textbooks
but Steven avoided it whenever possible and was half-hearted about
what he did do. The teacher felt reluctant to force what he saw as a
negative learning situation for Steven. By the end of the year, the
parents were sending terse notes to the teacher about Steven’s work
habits (or lack of them), including a final note billing the teacher
for one of the textbooks which had been lost and which they felt was
the teacher's responsibility to replace because he had accepted
their coming into school initially.
Steven left with mixed feelings at the end of the year, afraid
of going to public school but not able to verbalize it and his
parents were as anxious as ever. After three years in public school,
Steven seemed more settled but it is interesting to note that the
child-study team, after trying every special class available, recom-
mended family counselling, at which time the Hopkins were told that
they had to stay right out of Steven's schooling and concern them-
selves only with recreational activities because their pressures at
home, consciously or unconsciously, caused his learning difficulties.
The Hopkins final contact, to date, with The New School when
they filled out the school's questionnaires, showed that they still
have very mixed feelings about the experience. They commented that
Steve,
lacked confidence to tackle the new situation (public
school), feeling he didn't know what was expected of
him. Part of this concern was indeed ours too and he
* picked up on it. He knew what he didn t know and so
did we. He is a terrifically creative cook, uses his
hands well in creative work. Because of his exposure
to many facets of learning, I do feel he is going to
bo a well rounded young man. After three years in the
public school, he is finally gaining his self-
confidence
. We still feel that with Steven, we made
a mistake going to The New School. However, we did
what we thought was best at the time.
The Hopkins had always been anxious about Steven’s learning
and that communicated itself to him throughout his time at The New
School. The staff felt it was one of the major reasons why Steven
could never seem to relax. It was hard to communicate effectively
with the Hopkins because they always agreed verbally with the basics
of The New School philosophy—saying they thought children should
learn at their own pace and through their own interest in an un-
pressured environment but in practice, they were not able to trust
the situation enough to let it work with their own son. The feeling
was always there, even after the school became more organized and had
more direction, that potentially it was a good learning situation
—
theoriticallv these methods worked but that inpractice, things did
not quite satisfy them.
At first their complaints had seem justified, things were
chaotic and children were overlooked. Then when things became more
orderly and the complaints continued, the Hopkins said they felt that
other people had complaints too but nobody took any notice. Finally,
before Steven was withdrawn, when the evidence was there that other
parents trusted the school and their children did learn, they de-
cided that Steven had specific learning disabilities (other than
emotional), that The New School was at fault for not recognizing them
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For The New School staff, Steven was another example of pjw a
child gets caught in the middle when parents and school are not fully
committed to one another or working towards the same goal.
$
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Summary of Case Histories
The case histories cited demonstrate the hypothesis that
parents, whose goals are mismatched with the school, experience
difficulties and their children are unable to make adequate progress
in the school. In the case of Betsy Roper, there were certainly
f for her in adjusting to the school and gaining social
confidence and the ability to relate to other children. As shown
in the study, this took a number of years to develop in Betsy.
Without the parents' support of the school and its operation, many
difficulties could have arisen that would have impeded Betsy's
development. A parallel can be drawn, perhaps between Betsy and
Roger because in both cases, they were shy and had socializing
difficulties. In both cases a close member of the family came to
work in the classroom and it had a negative outcome— in Betsy's case
her mother, in Roger's case his brother, Peter . Whereas in Betsy's
case her mother saw the problem and withdrew immediately, in Roger's
case the parents did not relate Roger's difficulties to his brother's
presence and punitive attitude so there was a communication gap— the
parents listening to Peter's account of Roger's school activities and
judging Roger accordingly.
Another parallel can be drawn between Steven Hopkins and Dawn
Standish. In both cases their parents felt that the school atmosphere
was too chaotic and not conducive to the students learning. In both
cases the director and teachers pointed out that although the environ-
ment wa^ informal and at times noisy, other students managed to be
J 48
very productive. In Dawn's case tbe parents agreed that they necded
to work with the school and Dawn on her atti, ude8 and thu c00par_
ation resulted in a major change for Dawn.
, n Steven . s case thc
parents could never completely trust the teH ,.her , s observatlon3 and
suggestions regarding their son and in tryil,„ t0 help hlm ln a com.
pensatory way, ended up working against what the 3chool uas trylng
to accomplish. This also happened with Riel*
,rd Mlles and because o£
the school's experience with Steven still noi rea(jin g at the fifth
grade level, it had added an urgency to the
^1eed tQ take positive
action over Richard.
General Summary
At this point it seems appropriate to 1ook at the tota i popu-
lation of The New School and the numbers of ,-hildren withdrawn each
year. The following figures give informa t if n about these children.
Figure 1 gives numbers of total enrollment a ld withdrawal of students
for each school year. Figures 2-8 give ^ u i ormation about the
children who left The New School each year I i1r reas0ns other than
moving from the area or graduation into high school.
4
’49
Figure 1. Numbers of children enrolled and
withdrawn from The New School 1970-1977
School Year
Total
Children
Enrolled
Graduated
to
High School
Moved
From Area
'ithdrew for
)ther Reasons
1970/71 33 3 2 8
1971/1972 36 4 5 4
1972/1973 41 3 6 6
1973/1974 44 4 3 2
1974/1975 47 6 3 1
1975/1976 47 6 5 3
1976/1977 50 6
J
5 3
Note: This chart shows numbers of individual
children, not families.
4
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Figure 2. Information on students withdrawn
from The New School 1970/1971
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
\ttitude
To School
Teacher '
s
Assessment
of Child
Girl
Older
Discipline
problems in
old school
l-h
yrs.
Asked to
leave by
director
Critical of
general pro-
cedures and
teachers
Destructive
influence
in class
3oy
Older
Discipline
problem in
nursery
school
1 yr. Too far
to travel
Supportive,
donating
time and
equipment
but did not
follow
through on
philosophy
Very angry.
Spent most
time acting
out due to
repression
at home
Boy
Older
Girl
Middle
Girl
Older
Just moved
into area.
Parents sep-
arated. Mother
wanted a school
where she'd get
involved and
have a say
8 mos. Mother took
them out when
asked to make
good on late
tuition pay-
ments
Originally
involved
.
Wanted more
control
Boy, gener-
ally dis-
ruptive and
rude. Girls
were not
discipline
problems but
lacked ini-
tiative
Boy
Older
Threatened
with being
retained in
public school.
Parents felt
this would
affect his
self-esteem
1 yr. Felt student
had made
adequate pro-
gress to be
returned to
system
Did not
get involv-
ed with
school or
other
parents
Child just
beginning to
relax when
withdrawn.
Very anxious
about work-
ing
$
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Figure 2 cont
.
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
To School
Teacher '
s
Assessment
of Child
Girl
Middle
Only child
with much
older parents.
Wanted her to
socialize
more
1 yr. School did
not re-
enroll her
because of
parents’
attitude
Very una-
ware of
school
philosophy.
Wanted to
buy every-
one, in
eluding
friends
Very spite-
ful. Did
not improve
socially.
Had mother 's
attitude of
buying
friend-
ship. Did
not do
much indi-
vidual
work
«
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Figure 3. Information on students withdrawn
from The New School 1971/1972
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
To School
Teacher '
s
Assessment
of Child
Boy
Middle
Very bright
but social
problems in
old school
2 yrs. Parents
felt child
was "cured"
Not really
in tune with
philosophy
but needed
help for
their child
Child im-
proved but
limited be-
cause of
Parent
values. Want-
ing him to
leave. They
offered him
choice of
own TV or
New School
following
year
Girl
Middle
Parents wan-
ted school
where child
would not be
subject to
racial pre-
judice
2 yrs. Didn* t
think stu-
dent was
making
enough aca-
demic
progress
No involve-
ment in
school ex-
cept parent
conference
Socially
well adj us-
ted and
liked. Very
capable
but wanted
competi-
tion as an
incentive
to work
Boy
Middle
4
Seeking ex-
citing envi-
ronment to
stimulate
them to
more work
1 yr. Said older
child wan-
ted to
return to
friends in
public
school
,
younger child
not doing
enough here
Supportive
in practical
ways. Ambi-
tious for
their chil-
dren and
anxious how
they spent
their time
Older child
complained
about lack
of friends
Younger
doing
nothing un-
less it was
required
.
Constantly
moving from
one activity
to another
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Figure 4. Information on students withdrawn
from The New School 1972/1973
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents 1
Attitude
To School r
'eacher ' s
assessment
>f Child
Boy
Younger
Parents
liked
philosophy
3 yrs. To meet
more people
in own
neighbor-
hood
Supportive I
board mem-
]
bers. Do-
nated much
time
7elt child
progressed,
sorry to
see him
Leave
Boy
Middle
Wanted in-
formal ex-
citing envi-
ronment where
child would
be challeng-
ed and
motivated
2 yrs. Mother con-
cerned that
he did not
"do more" in
school
—
felt envi-
ronment was
too distract-
ing
Initially
supportive,
agreed with
theory. Felt
he did not
follow
Lacking in
self con-
fidence,
often
threw
away his
work as
not good
Girl
Middle
Enrolled be-
cause she
missed cut
off date
1 yr. Felt she was
"ahead" and
would do well
in public
school
.
Concern
about money
Very support-
ive through-
out year
Motivated
happy,
productive
Girl
Middle
Boy
Older
Had attended
very free
alternative
school that
folded
1 yr. Mutual decis-
ion between
parents and
teachers
because of
boy's destruc-
tive behavior
Mother suppor-
tive but saw
school as
"restrctive
of children's
- rights .
"
Couldn't see
her child as
discipline
problem
Both chil-
dren manip-
ulative of
other chil-
dren and
adults
,
critical of
school '
s
functioning
4
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Figure 4 contd.
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
To School
Teacher '
s
Assessment
of Child
Boy
Older
Single parent,
child did not
want to go to
school
5 mos
.
Teacher asked
for confer-
ence due to
absenteeism.
Mother with-
drew him
Seemed sup-
portive at
first but
would not
come to
conference
Seemed to
like school
but missed
many pro-
jects
because of
absences
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Figure 5. Information on students withdrawn from
The New School 3573/1974
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
to School
Teachers
Assessment
of Child
Girl
Younger
Enrolled be-
cause she
missed
cutoff date
for public
school
1 yr. Father
wanted her
to have
neighbor-
hood
friends
Very sup-
portive
Happy.
Hesitant
but anx-
ious to be
involved
in a var-
iety of
activity
Boy
Younger
Missed cutoff
date. Parents
wanted stimu-
lating environ-
ment. Felt he
was "advanced'
3 yrs. Parents be-
came criti-
cal of
methods
.
Wanted for-
mal reading
at first
grade level
Supportive
but not in-
volved. Did
required
work. Be-
came less
supportive
during last
year when
not agree-
ing with
methods
.
Good pro-
gress at
first but
gradually
showed
less ini-
tiative
as he got
older
4
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Figure 6. Information on students withdrawn from
The New School 1974/1975
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
To School
Teachers
Assessment
of Child
Boy
Older
Discipline
problems in
old school
5 mos. School re-
quested
withdrawal
due to his
major social
difficul-
ties
Mother neg-
ative
toward him
as an "un-
solvable
problem.
"
Anxious to
be accepted
but did not
understand
philosophy
Unhappy de-
structive
child with
veneer of
charm and
politeness
Not able
to relate
to his
peers
*
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Figure 7. Information on students withdrawn
from The New School 1975/1976
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents 1
Attitude
To School c
teachers
Assessment
>f Child
Boy
Younger
Problems with
reading and
getting along
with tea-
chers
2 yrs. School asked
child to
withdraw
due to lack
of progress'
Board -em-
ber, tried to
be very in-
volved and
change way
school was
run. Met
opposition.
Lacked trust
in teacher's
methods
Dhild did
lot gain
indepen-
dence as
expected
by school.
Felt torn
between
home and
school ex-
pectations
Boy
Younger
Had attended
alternative
school in New
York
1 yr. Mother felt
school was
not "free"
enough
Did not like
"demands" on
parents, re-
quiring work-
shop, par-
ticipation,
as part of
parent obli-
gation
Fitted into
school well
even though
started
with "chip"
on shoul-
der, think-
ing people
would "tell
him what to
do." Seemed
sorry to
leave
Girl
hunger
Private school
attended
closed. Only
child— single
parent wanted
her in "small
class" envi-
ronment
1 yr. Mother anx-
ious about
transporta-
tion—not
let her on
bus and
could no
longer
drive her
due to work
schedule
Supportive
except over
trips due to
anxiety
about her
being in
other's cars
Well liked
by others.
Willing to
do anything
suggested
but didn't
initiate
much
I
4
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Figure 8. Information on f tudents withdrawn
from The New School 1976/1977
Child
& Age
Group
Reason for
Coming
Into School
Time
Here
Reason
Given for
Leaving
Parents
Attitude
To School
Teachers
Assessment
of Child
Boy
Older
Child had
been in a
variety of
schools.
Social dif-
ficulties
with peers
1 yr. School asked
him to leave
—
they felt he
was not pro-
gressing and
having a neg-
ative effect
on peers
Anxious to do
what was re-
quired but
wanted weekly
conferences
on how child
was progres-
sing
A difficult
year. Prob-
lems
socially
—
demanding
of teacher
Two
Boys
Older
Boys bright
but not moti-
vated to
learn in
formal
classroom
1 yr. Parents felt
they had
made great
steps in
self-confi-
dence and
social
development
.
Now needed
a school
where aca-
demics were
stressed
Anxious to
please but
unable to
understand
many of the
reasons for
school poli-
cies. Very
strict with
their sons.
Afraid of
authority
and being
caught
doing
wrong
«
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These are obviously very subjective charts since they refer
to people s feeling" j.rd "opinions." They are intended to give an
overall picture of the numbers who withdrew and how their decisions
were related to their involvement with the philosophy of the school.
The figures indicate that people withdrew, or were asked to leave,
because they had a dissatisfaction with the school's methods or
they were not fully committed to the school on a long-range basis
when they enrolled their child. There is also a correlation between
parent dissatisfaction and the child having difficulties in the
school.
Summary
With regard to relationships between parents and school, it
has been shown quite clearly that a certain amount of agreement on
basic goals and assumptions is essential if a family is to be
accommodated within the school and their child be successful. The
need for a willingness between staff and parents to work on common
goals to solve any child’s particular problems is also clearly
illustrated.
Because of close parent/staff involvement and a constant
on-going evaluation of the school's philosophy and operation, The New
School has maintained its basic philosophy and not been subject to
threat of closure or drastic change in operation. However, over the
years of the school's developing, it has been necessary to constantly
find ways to restate philosophy and the implementation of that phil-
4
osophy in practical terms and not assume that ideas and feelings are
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necessarily communicated unless directly addressed. Communication
with parents with regaid to the philosophy has been very important
to keep realizing the aims and preserving the direction of the
education program.
The next chapter will deal with the evaluation of guidelines
for assessing parents coming into the school and the development of
a parent pre-interview questionnaire.
«
CHAPTER V
DEVELOPMENT AND RESULTS OF THE
PARENT PRE-INTERVIEW QUESTIONNAIRE
In this chapter the development of the goals at The New
School of Monmouth County will be traced (as the school developed
and became more stable) and the ways in which these goals were
communicated to parents. Following the data used in the last chapter,
the relationships between the parents and the school will be further
examined to show how gradually a set of guidelines were established
for dealing with new parents and students. This culminated in an
interview with parents prior to a child being considered for the
school. The most recent addition (1976) to pre-selection procedure
is a pre-interview questionnaire which follows later in the chapter.
This was developed to provide a basis for discussion at the parent
interview and to avoid the problem of the parents having developed
preconceived ideas about the school's expectations. The question-
naire's development and use at The New School will be discussed.
In Chapter III reference was made to the early days of The New
School as it formed and began to develop. During the first two years
(1969-1971), the school was relatively haphazard in recruiting students,
relying on advertising and articles in the local papers, followed by
meetings in parents' houses which included a general discussion of the
philosophy of the school. Teachers stressed that the school offered
different learning patterns for students; they emphasized the
need
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for the children to develop good self images and the importance of
questioning in learning and teaching. They stressed that a goal of
the school was to encourage a love of learning for its own rewards
and not for competitive motives. Students would be encouraged, they
said, to express ideas, thoughts and feelings with confidence and
assurance. Through working on independent projects, they would
develop self-direction and motivation. An overall concern would be
on developing good relationships between students, and teacher and
students, including a caring for each other and a respect for differ-
ences .
Although the two teachers involved at this point had definite
feeling in some cases that certain parents would not enroll their
children because they seemed unable to agree with the philosophy being
discussed, the teachers never considered rejecting anyone. The
feeling was rather that the school desperately needed students to
survive financially so that the more "converts" there were to the
philosophy, the better!
However, it soon became apparent how destructive one non-support-
ive family could be. A major lesson is learned by "Free School'
people when they first encounter a family whose attitude is obstructive
when they had believed, to this point, that only those with the same
philosophy would be attracted to their school. Kozol (1972) comments:
Free schools in all sections of the nation often prove to be
of almost irresistible attraction to some of the most unhappy
and essentially aggressive people on the face of the wide
earth. (p. 65)
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The next year (1972-1973) a more careful analysis was made of
parents wishing to enter their children in the school. The director
met with the parents and discussed the school. This usually took
place informally in the parents’ homes since recruitment mostly took
place during the summer vacation. At this time, the director took
care to point out what the school did not offer as well as what it
did offer. She explained that there was no formal grading system and
no year-by-year pre-set curriculum paralleling the public school's
curriculum. At the same time, she assured the parents of The New
School's positive approach to learning and interest in teaching the
children—not merely leaving them to learn on their own, as and when
they felt like it. The director emphasized The New School philosophy
of educating the "whole" child (the emotional, social and physical as
well as academic facets) . Enrolling parents agreed with this philoso-
phy but some failed to make a follow through on the implications of
this—namely that time would be spent on activities pertaining to a
child's social development and therefore, perhaps less actual time on
academics. A concrete example of this point illustrates the problem
in communication of goals.
A family enrolled a child and talked of her nervousness about
going to school because of the pressure exerted on her in a formal
situation. They had taken her to a psychologist who said she
verbalized at a much higher level than normal for her age. Conse
quently
,
she was expected to do more than other children of her age
(the parents admitted that they, too, were part of this expecting
»
too much"). She developed a tremendous anxiety about not being able
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to meet everyone’s demands. The psychologist had suggested an
informal, less pressured learning situation so the parents came to
The New School. These were parents seeking The New School because
of another situation they had disliked (the negative reason disussed
previously by the author). The director explained the school's
attention to social and emotional development (felt by parents and
the psychologist to be a priority for the child). The parents seemed
delighted at examples of how the school operated and how children
were treated. They did, however, express their anxiety about the
academics and it was explained to them that although children may not
produce as much as in a more structured situation (for example, not
so many math or English grammar dittoes), they did learn basic skills.
The New School emphasized learning how to learn as a foundation for
students rather than covering a certain amount of curriculum each
year in a fact gathering fashion. This seemed satisfactory to the
parents but the director was concerned by the anxiety level she
perceived in these parents as evidence by their questions regarding
how much work was done by the children and their constantly saying
how foreign this system was to them. She was also concerned that
they had admitted contributing to the pressure on their daughter by
their high standards and expectations for her. The outcome was as
the director had suspected. The parents were delighted with the
school's effect on their daughter, her increase in confidence: her
improved self-image and willingness to try things and her interest in
a wide variety of materials and activities; but, they felt most
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concerned that she had not brought home examples of long multipli-
cation (their neighbor’s child in the parallel grade in public school
brought home five papers a day). Despite their daughter’s ability
to do long multiplication, these parents felt she was missing out on
academics and re-enrolled her the next September in public school,
thanking The New School for the nice job they had done on their
daughter in "curing" her and making her able to function in the
system. This example, although a specific one, is fairly typical of
many that occurred throughout the years of the school.
Reasons Why Parents Are Attracted to the New School
The director feels that basically three groups of parents have
been and continued to be attracted to The New School.
1) Some parents seek the philosophy for its own sake. Their
children may be functioning adequately in a more structured system
but they are seeking alternative values and structures. Such parents
are often looking for an environment where there is more emphasis on
interpersonal relationships, more independence in learning, a richer
cultural curriculum and a support of children s ideas and feelings.
2) Another group of parents seek The New School because
their
child is unhappy in school. Basically the parent recognizes that the
school is causing the child's problem because it cannot adapt to
the
child's individual personality or needs but wants the child
to fit a
narrow mold of work and discipline. Very often these
children are
very birght or extra slow, creative, sensitive,
outspoken or in some
other way not an average student. These children
are usually also
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quite young. It does not take long in a simply structured system for
the parents to realize it is not helping their child £nd, in fact, may
be damaging him or her. The exception to this is a family new to the
area with older children who have only had a short exposure to the
particular local school system. Very often these children have
attended alternative schools in other parts of the country or been in
public schools with a more open system.
3) The third group of parents are those who seek The New School
because their child has a major problem that cannot be overlooked.
Frequently these parents have known about The New School for a number
of years but want to enroll their child because things have become
unbearable. Very often in these cases, the parents' attitude con-
tribute to the child's problem and also in many cases the child is
already in fifth grade or higher. This means that the problem has
had quite a time to develop and establish itself and many times parents
feel forced to investigate The New School (the only private, informal
alternative school in Monmouth County, New Jersey) because they feel
they have no other options.
In the first category cited above, a match is generally found
between parent and school philosophy. There are still exceptions as
in the case of a parent who had moved from another state where her
children had attended an alternative school and she enrolled them in
The New School feeling completely in agreement with what she observed
and was told. Later she withdrew them because she felt the school
was
too formal. Apparently the other alternative school had
provided total
freedom to come and go as the students wished and the minimum
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restrictions and expectations imposed at The New School were seen as
inhibiting. Generally, though, parents (about 98 percent) In the first
category who enroll their children are satisfied with the school and
maintain a lively interest in the school and an on-going dialogue
regarding the educational process.
Parents whose children fall into the second category also
usually find a match in goals at the school because their children's
problems" cease to be problems at The New School. The very intelli-
gent child can progress at his/her own pace and at the same time be
exposed to an environment that rewards talents other than academic
competence (where, for example, attitudes towards others are as
important, if not more so, than brilliance in math). The slower
child can enjoy his/her achievement without constantly being asked
to meet a standard of which he/she is not capable. The very sensitive
child can be strengthened by peer caring and interaction and the
active child can find room to be active. A pattern that has estab-
lished itself at The New School with this group of parents, is for
them to seek the school for one child (the one experiencing the most
difficulties). They then enroll their other children either con-
currently with the first or after a period of time (up to a year) has
elapsed since the enrollment of the first child. The most vivid
example of this was a desperate parent who called to enquire about the
school because she needed a good educational situation for her very
slow daughter," who was in special education. After some discussion
about the school's aims and ideas, the mother said, It sounds like
168
just the place for my other children. I have another four (actually
nine altogether but four are in high school or college). I'll send
all the ones who are elementary age." And she did!
The third category is generally the one that causes most
problems for staff, parents and children and creates most of the
mismatches in goals. In retrospect these families are easily identi-
fied. At the initial contact they can appear to be in the second
category, and their anxiety for the situation as a solution to their
problems will make them very compliant and anxious to "meet the
school's requirements." Seldom have such cases worked to anyone's
advantage. Often the parents get restless with the school (as in
the case cited earlier) when their child's initial problem is past
and they start worrying about something they call "structure."
Sometimes they will continue to enroll the one "problem" child but
show no inclination to send others in the family. This causes two
problems. First, the enrolled child feels he or she is a failure,
who has to go to a special school. This almost invariably impedes
progress. The director has found, in several cases, a marked improve-
ment in attitudes and work habits when a younger brother or sister,
previously sent to another school, is later enrolled at The New School.
Secondly, experience has shown that parents who have only one child in
the school have less commitment to the school than those for whom it
is a family philosophy.
The director realized that the staff needed to direct their
attention to some basic concerns:
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How could it be predicted that a family would enroll a
child for just one year?
Is it fair to expose a child to the experience of The New
School for a short time and then withdraw that experience?
or
Is any amount of time in a situation encouraging the
development of self worth and independence, worthwhile,
no matter how short?
Given that children new to a learning environment, such as
The New School, need more time and a support from the
teacher, is it fair to other children in the class if a
student is then withdrawn at the end of a year?
If parents are not actively destructive to the schools
functioning but at the same time non-contributing, can
the school absorb such families? How many?
If a parent has the attitude that even though a child is
not progressing, she/he is not regressing and that is
satisfactory to them, is that enough for the teachers?
How does that affect other children?
How can goals and aims be more adequately communicated to
parents?
How can the staff best evaluate parent expectations?
The process of decision making will be described and actions
taken by the staff as they occurred in an attempt to communicate more
effectively with new parents.
Establishing Procedures
The first step was the staff decision that parents must see the
school in action before enrollment was considered. The staff felt
that parents, in visiting the school and talking to parents and
students, would get a feeling for the development and
follow-through
Students who had been in the school several yearsfrom year to year.
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could discuss their experiences and teachers could explain how one
year's experience built on the previous year's experience. This
would give the feeling of the community and family commitment in the
school. These parents would see that the majority of students were
not problems and that the school was not basically a place for those
who could not fit into the system. The staff hoped they would see
a lively alternative with enthusiastic parents who deliberately chose
a school they felt offered different educational methods and values
for their children.
In conjunction with this, the staff decided that new parents
should meet and discuss the school with old parents who understood
and supported the philosophy. Several open house meetings were
arranged early in the Spring of the school year (for September, 1973
enrollment—the school's fifth year) at which time parents and
students took responsibility for showing visitors around the school
and answering their questions. This was a definite change in policy
from Open House of the previous years where parents had substituted
for the director in the classroom and she had talked with visiting
parents. Any par aits who arranged to visit other than at open house
were also invited to a parent meeting or given the names of parents
whom they might call to ask questions. The initial visit was follow-
ed by a parent interview and the child was requested to visit the
appropriate classroom for at least two days to become acquainted with
the school and afford the teachers an informal opportunity to observe
behavior and student interaction.
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Gradually an application policy emerged. Following is the
order of procedure:
(1) The parents were sent a brochure (Appendix D) which
outlined the philosophy, school operation and parent involve-
ment and a brief application form (Appendix B)
. They were re-
quested to send back their application or bring it to the
visit.
(2) The parents arranged to visit the school while in session.
This was usually preceded by a brief talk with the director
and followed by an opportunity to ask questions.
(3) Next arrangements were made to have the child visit for
a day or so. Teachers and director share observations about
the visit.
(4) The director arranged an interview with both parents, at
which time questions were asked and answered on both sides
and observations shared concerning the child. The parents'
responsibilities were outlined by the director.
The director found that during the parent interview, certain
statements (or variations on those statements) would occur and
re-occur and these struck a warning note for the director. These
warning statements included:
- We thought he could make it in the system. He seemed to
be doing so well until fifth grade.
- She always had problems but we thought they would work
out in time.
- His sister did just fine in public school and loved it.
— We knew about your school a long time ago but things
weren't bad then.
or after much maligning of the public school, contents and methods.
- He/she will get everything here that she/he would get
in public school, won't she/he?
Such statements drew attention to some basic expectations that the
Often the director woulddirectoV felt the school could not meet.
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ask for clarification or simply say, "This may not be the appro-
priate environment for your child. Perhaps we should discuss it in
more detail." (Director, Parent Interview 1973)
often patterns of behavior would become apparent with
hindsight after the student had already become involved in the
school. Questions that had emerged as minor queries during a
parents initial contact would later take on a major significance.
An example of this occurred with one parent who was planning to
enroll her children asked another parent (during one of the old/new
parent sessions) if religion was part of The New School curriculum.
She was told "no," it was not dealt with in any formal way. Later
that parent had a very strong reaction to a program that included
traditional Christmas carols and tried to get the board to make a
decision to have no religion in the curriculum. She said that she
had been misled when enrolling her children. In this case, the staff
felt that a written policy concerning such aspects of the school would
make more impression than merely talking about policies.
On the application form mentioned earlier (Appendix B), there
had been several statements of policy such as:
The New School does not issue report cards. Do you agree
with this policy?
It is The New School practice to let the students play in
the backyard for periods each day without adult supervision.
Do you agree with this policy?
The staff had found this pinpointed the policies and possibly
avoided misunderstandings after a child had been enrolled.
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The Development of the Questionnaire
This section will address Question 3 posed in Chapter I, "How
c an a parent questionnaire used during the implementation stage
address the issues and facilitate communications between program and
parents?
In Guide to Sensible Surveys
, Orlich (1975) outlines the dis-
advantages of questionnaires as follows:
- each selected respondent receives identical questions
- a written questionnaire provides a vehicle for expression
without fear of embarrassment to the respondent
- people can answer at their own convenience (page 8)
The director feels that all these points are important in terms of
new New School parents. Disadvantages of surveys are also outlined
by Orlich:
- the investigator is prevented from learning the respondent’s
motivation for answering questions
- respondents may be limited from providing free expsession
of opinions
- a question may have different meaning for different people
- causes of problems are not made clear (page 10)
While these are very real disadvantages of a questionnaire only
approach, this author feels that using the questionnaire in conjunc-
tion with an interview would eliminate most of these disadvantages.
Any question (or answers) needing clarification could be discussed at
the interview and the respondent would have a chance to expand on
his or her views at the interview. There is a strong need for real
communication concerning underlying anxieties or expectation held by
the incoming parents. Examples will be given later in this chapter
of such* anxieties and expectations that this author feels would not
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have come to light in an interview if that had been the initial
contact with the parent.
Orlich's (1974) guidelines for surveys including a "Likert"-
like Scale (Strongly Disagree Strongly Agree) were used in
designing the pre-interview questionnaire for The New School parents.
Oppenheim’s (1966) Questionnaire Design & Attitude Measurement
was also used including his suggestion of a pilot use of the question-
naire. Oppenheim outlines the values and drawbacks of open and
closed questions; he believes that open questions allow the respon-
dent to comment in any way he/she chooses while closed questions
invite a set response from one of several choices (as on "Likert"-
like Scale) . Oppenheim also warns against loaded questions that
indicate the response expected by the person designing the survey.
This was an area about which the director felt particularly concerned.
In some interviews she had sensed parents giving responses they felt
appropriate in the context of the school rather than, perhaps, their
honest opinion. This would occur when they felt that their opinion
would not be acceptable with the school’s stated (or implied)
philosophy. One cannot completely avoid bias of this kind but it
can be reduced by keeping questions straightforward or using state-
ments with which respondents are asked to agree or disagree in varying
degrees
.
The questionnaire was organized to include types of questions
shown in Figure 9 below.
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Figure 9. Types of questions to be used
in the parent questionnaire
Type of Question Examples Reason for Using This
Type of Question
1. Factual questions What are names and ages General information
of other children in needed by the school.
your family? Easy, non-threatening
way to start ques-
tionnaire
2. Multi-choice I would attend parent Valuable input for
factual question conferences
:
planning parent/
- once a year teacher communications.
- twice a year Gives staff idea
- whenever needed about amount of time
- I prefer a report parents will commit.
card to a conference
3. Multi-choice Parents should regu- Sought parents' opin-
opinion state- late the amount of ions on a range of
ments television their topics dealing with
children watch. child raising and
Check one: education.
Agree completely
Agree mostly Results could be
Agree slightly tabled as percentages
No opinion of those with Positive,
Disagree Negative, or Neutral
slightly
Disagree mostly
Disagree
completely
a. statements
about child
raising
b. statements
about
education
answers
.
.76
Figure 9 cont.
Type of Question Examples Reason for Using This
Type of Question
4. Open (opinion) a. What growth or Give parents an oppor-
questions, state- changes would you tunity to express
ments inviting expect to see in their own words and
written your child if he/ she not be limited by a
responses were enrolled in the
school
.
b. Complete the idea:
Competition is
framework for answers
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The questionnaire was used initially with a "pilot" group of
six parents, two connected with the school and four familiar with the
school but not having children attending. This group was chosen by
the director. The purpose of this sample was to test the clarity of
the questions and it resulted in some refining or deleting of
questions, although the basic format of the questionnaire remained
the same. For example, the statement:
In the educational process, knowledge is as important as
being was eliminated because it caused much confusion among the
pilot group.
Three questions were added following the question:
"There is a certain amount of knowledge that everyone needs
to know," these three statements were:
1) All skills should be learned in an orderly sequence if
they are to be learned successfully.
2) Knowledge cannot be divided up into neat categories.
3) I would consult an "expert" with a degree in a certain
subject before I would consult a friend whom I felt knew
a lot about the subject.
These four questions represent the four basic assumptions about
traditional education which Jerome (1970) calls Essentialism, Sequen-
tialism, Compartmentalism, and Credentialism. These are not nece-
ssarily assumptions that would be made in an open non-traditional
setting.
The revised questionnaire appears below (Figure 10). It was
distributed to forty-three New School parents and three teachers over
a period of two years (1976-1978).
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A total of forty-two questionnaires were completed (a 92 percent
return). The author did not, therefore, have the problem of validity
of data (Oppenheim, 1966) since the total group is so small and
easily identified.
Before analyzing the answers in the questionnaire, the director
hypothesized that parents having difficulties and disagreement with
the school's aims and goals would have the answers most divergent from
those in agreement with the School's philosophy. Therefore, a group
consisting of teachers and parents representative of the aims and
goals of The New School was established by the director. This group
consisted of the three New School teachers and the three founding
parents still in the school. This group is called the Originators
group for the purpose of this study. A group of the same size was
chosen by the director from families who filled out the questionnaires.
They were chosen on the basis that the director felt they had most
difficulties with the aims and functioning of the school. This group
is called the Problem group for the purpose of this study. The
balance of questionnaires (30) is called the Main group and is made
up of parents who are, generally speaking, comfortable with the
school's functioning and whose children are successful within the
school.
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Figure 10. Pre- interview parent questionnaire
We would very much appreciate your filling out this questionnaire.
It is designed to find out the following:
1. Your opinions and expectations about our school's program.
2. Your views on brining up children.
3. Your views about education in general.
We do not expect any right or wrong answers to these questions. We are
just interested in finding out your opinion. Please feel free to add
any comments- you wish even where they are not requested, including
comments on the questions themselves. This questionnaire can be used
as a basis for discussion at the parent interview. Your cooperation
is needed and much appreciated. Don't feel you have to fill it out
all at once; take a break when you need it!
**********
1. Child's name
2. Address
no. street town zip
3. Date of birth
4. Father's name
5. Father’s occupation
Father's employer
6. Mother's name
7. Mother's employer
Mother's occupation
8. Other children in the family (names and ages)
1809.
Is there any other adult who plays a significant role In your
Child’s upbringing? If SO
,
please explain:
10.
What school is your child presently attending?
11. If your child is to be withdrawn from his/her present school,
check for which of the following reasons: (qualify any checked
except H)
dissatisfaction with school
dissatisfaction with particular teacher
child having learning difficulty
child having behavior problem
child having emotional problem
child dislikes school
school asked child to leave
family moved from school district
other
—
please specify.
12. How did you find out about the New School?
A.
B.
C.
D.
E.
F.
G.
H.
I.
13.
Why do you wish to enroll your child in the New School?
1A. Have you visited the school while it is in session? What did
you see that you liked? What did you see that you disliked?
15. What "growth” or changes would you like to see in your child?
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16.
What contribution do you expect this school to make to that
growth?
17.
What major opportunities do you expect this school to offer to
your child?
18. As a parent I would be willing to participate in the following:
physical work, e.g. painting, maintenance, making equipment.
participation in the classroom.
other, specify
19. I would commit the following amount of time to the school per year:
0 days, 1-2 days, 3-5 days, 6-8 days.
20. I would attend business meetings at the school:
once, twice, three times a year, • never.
21. I would attend education meetings dealing with the school's
philosophy and its implementation in the classroom:
once, twice, ten times a year, never
22.
I would attend parent conferences with my child's teacher:
once
,
twice, three times a year, whenever the
teacher requested it, I prefer a report card to a
personal
conference.
23.
Which of the following topics (if any) would you
object to being
dealt with in school:
Religion (general discussion, not teaching doctrine)
s*ex education
politics
182
grammar
other, specify
24. If I am disturbed by what my child says is happening in school, I
would
:
call the educational director
call my child's teacher
call other parents to see if they are having the same problem
do nothing
25. What characteristics would you look for in a good teacher?
26. How independent would you say your child is?
very, moderately, slightly, not at all
27. Do you think that your child could be responsible for his/her own
learning? Do you think that he/she should be responsible for his/
her own learning?__
28. What is your child's favorite independent activity?
29. What is your favorite family activity?
This may be a very good place for you to take a break.
Raising, disciplining and child care in general is a controversial
subject. Parents, teachers, and "experts" often disagree with each other.
To help us find out your ideas about raising children
please respond
to the following statements according to your own
personal ideas using
these classifications:
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1. Agree Completely - I believe that the statement is true at all
times and in all circumstances.
2. Agree Mostly - I believe that the statement is true most of the time
and in most circumstances.
3. Agree Slightly - I believe that the statement is more true than
false, but there are also many times and many
circumstances where it is false.
4. No opinion whatsoever - I cannot say that I agree or disagree with
the statement because I have formed no
opinion about it and have never thought it
pertinent
.
5. Disagree Slightly - I believe that the statement is more false than
true, but there are also many times and many
circumstances where it is true.
6. Disagree Mostly - I believe that the statement is false most of the
time and in most circumstances.
7. Disagree Completely - I believe that the statement is false at all
times and in all circumstances.
$
CHECK THE CLASSIFICATION THAT BEST EXPRESSES YOUR OPINION.
U
30. Dealing with children is a natural talent
and cannot be learned.
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31 Parents have more influence than the
school on a child* s development.
32. Text book ideas about kids will not
work in real life.
33.
34^
You must have children of your own in order
to understand them.
Parents should help children to develop
responsibility
.
35,
36,
I need help in dealing with children.
A child will share his/her parents
beliefs and values.
37.
3£L
39 .
Parents should regulate the amount of
TV their children watch.
Getting dirty is not only natural
for kids but good for them.
Parents should make their children
the most important thing in their
lives.
40. It is better to make mistakes with
your children than to let someone
tell you how to run your family.
42.
46.
474
4*L
41. Children like responsibility.
A parent is a failure if a child
is unhappy.
43. When expressing his/her opinion, a
child should be given as much
respect as an adult
44. You can learn a lot about people
by watching the way their
children act.
45. If a child has problems, it is
a sure sign that the parents
are doing something wrong.
A child's curiosity should be
encouraged
,
You can learn a lot about
children by watching them
Children should eat food
they don't like.
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49. Children learn a lot from each other.
50. Children's friends are often more
important to them than theiy parents.
51. Good parents spend a lot of time with
their children.
52. My parents made a lot of mistakes
when raising me.
53. It is more important to praise a
child when he/she does something
well than to punish him/her for a
mistake.
54. Good parents ignore their
children's shortcomings.
55. You can learn a lot about child-
ren by talking to other parents.
56. Children need to feel that the
things they do are important to
their parents.
57. Children need to feel that they
can accomplish things even
without their parents help.
58. Children need to make and build
things.
59.
Where would you rate yourself on the following scale
vith regard
to discipline? Mark X where you belong.
Father
Mother
Please complete all of the following statements
using you' .rords
and ideas:
186
60.
Being a single, separated or divorced parent has
61.
Being a married parent has
62.
A good relationship
************BR]?A]£ TIME************
This is the final section. We are interested in obtaining your
opinions about your own education and education in general.
63. With regard to your own schooling, check the statement that is
closest to your own experience:
I was not successful in school but I liked it.
I was not successful in school and I disliked it.
I was not successful in school and I hated it.
I was just average in school and disliked it.
I was just average in school and neither liked nor disliked it.
I was just average in school and liked it.
I was successful in school and I liked it.
I was successful in school but I disliked it.
I was successful in school but I hated it.
64. What did you like best about your own schooling that you would
like
your child to also experience?
65. What did you dislike about your own schooling that
you would like
your child to avoid?
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66 . What experiences would you like your child to have at the
New School?
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AS BEIORE, CHECK THE CLASSIFICATION THAT BEST
EXPRESSES YOUR OPINION > > >
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67. Children learn best when given freedom to choose
what they should learn.
68. A child will do better in school if his/her parents
take an active part in the program.
69. School has more influence than home on a child's
development of values.
70. Process is more important than product.
71. Children learn best when placed in a learning
situation with other children of similar
ability.
72. The function of education is to teach a child
how to learn.
73. In addition to skills, there is a certain body of
knowledge that everyone needs to know.
74. All skills should be learned in an orderly
sequence if they are to be learned successfully.
75. Knowledge cannot be divided up into neat
categories
.
76. I would consult an "expert with a degree in a
certain subject before I would consult a
friend whom I felt knew a lot about that
subj ect
.
77. A child's learning is best assessed by direct
observation.
78. Making mistakes is an important part of
learning.
79. Effort is more important than achievement.
80. Each child has his/her own rate and style
of learning.
81. Self confidence is the basis for effective
learning.
82. Children are capable of making decisions about
their own learning and should be allowed to
do so
.
83. It is important for children to spend some
time each day working on basic skills
(reading, writing, math).
*
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84. Stopping class activities to deal with
children's personal relationships is a
waste of time.
AGP
EE
COMPLETELY
.
AGREE
MOSTLY
AGREE
SLIGHTLY
NO
OPINION
DISAGREE
SLIGHTLY
J
DISAGREE
MOSTLY
1
DISAGREE
COMPLETELY
85. A planned physical activity program is
an essential part of any school.
86. Some form of physical activity should
be compulsory for all children.
87. The best way to evaluate a child's
progress is:
to observe him/her over a period of time.
by standardized testing.
by examination of his/her work.
by the child's self-evaluation.
88. Competition is
89. Success is
I would like to thank you personally for your time and
effort
in filling out this questionnaire and I hope that you feel
it was
worthwhile. As I mentioned at the beginning, any additional
comments
will be welcomed.
Thank you!
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Questionnaire Result s
This section is organized to examine the four categories of
questions referred to in Figure 9. Every questionnaire will not be
analyzed in detail. Instead, certain groups of questions which offer
valuable data about the three groups—Main, Problem, and Originators
—
will be examined. Reasons will be given for the particular choice
of questions.
1) Factual Questions
These questions need no analysis since they offer only
information needed for The New School records and give no indication
about parent attitudes or expectations.
2) Multi-choice Factual Questions
Some questions in this category are related only to parents
and not to teachers so the percentages will be of three answers for
the Originators group, not six. Sometimes a larger total than 100
percent appears because parents checked more than one category.
The answers given to Questions 11, 12, and 13 will be analyzed
because they deal with the reasons why applicants chose The Hew School,
in most cases withdrawing their children from another school situation.
Question 11
If your child is being withdrawn from his/her present school,
check for which of the following reasons. (See Figure 11)
Question 12
How did you find out about The New School?
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Question 13
Why do you wish to enroll your child in The New School?
In the case of Question 11, nine categories were offered. These
are listed below and results given as percentages of each group that
checked each answer. Some parents checked more than one category and
the most common combination was "dissatisfaction with the school" and
child disliked school. " Eight parents did not answer this question
since their child was attending school for the first time.
Figure 11. Reason given in questionnaire for withdrawal
of children from other schools
1. dissatisfaction with the school
2. dissatisfaction with a particular
teacher
3. child having learning difficulties
4. child having behavior problems
5. child having emotional problems
6. child dislikes school
7. school asked child to leave
8. family moved from school district
9 other -please specify
Of the six families in the PROBLEM group in this survey, each
had checked at least one of three categories dealing with difficulties
MAIN
53.3
PROBLEM
]
(percent
50.
DRIGINATORS
100.
10.
13.3 50.
3.3 33.3
6.6 16.6
33.3 33.3 100.
6.6
in schcfol.
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•*-n Question 12, "How did you find out about The New School?"
the answers could be gicuped into eight categories which are listed
below (Figure 12) with the number of responses to each category
given as percentages of the total in each group.
Figure 12. Ways in which people found out about The New School
Through friends or parents in The New
School (word of mouth)
Newspaper articles, open house or
other local advertisement
Alternative school directories
Recommendation from previous school
or psychologist
Phone Book
Local Nursery Schools
Through local education programs given
by director, colleges, teachers
Did not answer
It is interesting, but to be expected, that the largest group of
people hear about the school by word of mouth. Many times people are
attracted to the school because they have friends or neighbors whose
children attend and who are excited about what the school has to offer.
These parents can give a first hand personal account of the school
from
their own and their children’s experiences. In the same way those
who
0
heard about the school through other educational programs, teachers,
or
Responses
MAIN PROBLEMS
(percent)
)RIGINATORS
26.6 16.6 100
20. 33.2
10.
3.3 50.
6.6
10.
13.2
10.
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colleges, often have made contact with someone who knows the school
personally or has visited, although perhaps not in the in-depth way
a current parent would know the school. The category of "recommen-
dations is interesting because in all four cases checked, the
recommending school or psychologist had no personal contact with The
New School but had simply heard of it as an "informal" atmosphere or
an open classroom" and felt this type of environment would suit the
needs of the child in question. They had no way of knowing about
parent involvement or commitment or the philosophy required for the
school. Three of the four people who checked this category were in
the PROBLEM group of the survey.
In Question 13 : "Why do you wish to enroll your child in The
New School?" the specific answers varied from general statements such
as, "We believe that The New School is the right philosophy for our
child," to much more specific reasons such as, "I want my child to
overcome her dislike of school and her dislike of reading." The
answers could be grouped into six loose classifications, some over-
lapping each other.
These classifications (Figure 13) below, again with responses
given as percentages.
194Figure 13. Reason given for wanting to
child in The Ne" School
MAIN
- a belief that The New School philos-
ophy is right for the child 46.6
— parents want child to overcome
certain problems 10.
~ parents want child to develop
his/her particular abilities 13.2
- parents want education to
become an enjoyable experience 10.
- parents are disturbed by regimen-
tation in public education 3.3
- parents like the environment they
observed at The New School 16.6
In identifying responses from the PROBLEM grc
very vague, "I think The New School will help my
specific, "I want my child to overcome a certain
With just these three initial questions, a
from members of the PROBLEM group. The children
difficulties, emotional, social or academic in an
the school recommended by someone as a "type" of v.
to a unique alternative with its own character an
for the school to "cure" their child.
Again a trend appeared in Question 26 : "H
you say your child is? Very; Moderately; Slight
‘••e
nsponses
I UOBLEMS ORIGINATORS
' Percent)
33.3 33.3
66.6
33.3
33.3
,
they were either
lid, or very
' Tficulty."
'tern is emerging
ul had specific
her school, some had
,’ironment as opposed
some were looking
independent would
.
Not At All."
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Generally for the ORIGINATORS and MAIN groups the responses
spread over the range oL answers, but for the PROBLEM group they all
said their children were either "very independent" (but added as a
footnote but not at all responsible") or "not at all independent."
This seems to indicate that the parents had a certain attitude of
finality or, perhaps, lack of trust towards their children.
Question 59
,
in which parents were asked to mark themselves on
a scale showing parent attitude, with permissiveness at one extreme
and authoritarianism at the other, most of the parents in the MAIN
and ORIGINATORS group marked themselves somewhere in the middle. The
PROBLEM group marked either both parents at one extreme or the other
or the parents at opposite extremes of the scale. This again pinpoints
the differences in the PROBLEM group from the other groups and also
the possibility of difficulties caused by parents who view themselves
at opposite extremes in attitude.
The next group of questions to be analyzed concern the parents
own schooling.
Question 63 asked parents questionnaire respondents to check
the statement most appropriate for their own experience in school.
By far the majority of parents liked school and were successful, as
can be seen in Figure 14.
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Figure 14. Parents own experiences in school
~ was not successful in school but I
liked it
— was not successful in school and
I disliked it
- was not successful in school and
I hated it
1 was just average in school and I
disliked it
I was just average in school and
neither liked nor disliked it
I was just average in school and
liked it
I was successful in school and
liked it
I was successful in school and
disliked it
I was successful in school but
hated it
MAIN
3.3
Responses
problem
(Percent)
originators
3.3
0 .
10.
10 16.6
6 . 6
46.6 66.
6
50.
10. 33.2
10. 16.6 16.6
The answers showed no trend peculiar to any of the three groups,
except that none of the PROBLEM or ORIGINATORS group were unsuccessful
in their own schooling. Despite the majority having liked school,
they had plenty of criticism to offer in answer to Question 65
. ("What
didn't you like about your own schooling?")
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Figure 15. What didn't you like about your schooling?
MAIN
Responses
PROBLEM
(Percent)
ORIGINATORS
Stress to achieve, competition 23.3 16.6 33.2
Type of work, rote memorization 23.3 16.6
Busy work, non-relevant work 23.3 16.6 16.6
Regimentation and routine 16.6 33.2
Dull, boring classes 16.6 16.6
Extreme discipline 10. 16.6
Indifferent or mean teachers 3.3
Being told one was "no good"
at something 3.3 16.6
Racial bias 3.3
No encouragement to pursue
interests outside classroom 16.6
Did not answer 13.2
Again there were no marked trends in the three groups, which is to
expected since a consensus between people on what is disliked has not,
in this author's experience, been a problem in an alternative situa-
ation
.
The final question in this section is Question 87 , "What is the
best way to evaluate a child's progress? Four alternatives were given
as indicated below, with the number of responses.
Figure 16. The best way to evaluate a child’s progress
Responses
MAIN PROBLEM ORIGINATES
(Percent)
1. observation over a period of time 83.3 66.6 100 .
2. examination of his/her work 30. 83.3 83.3
3. child's self-evaluation 36.6 0 . 100 .
4. standardized testing 13.3 50. 0 .
Nobody checked only categories three or four, they were always in-
cluded with other responses. Of the seven responses to standardized
testing, three were given by the PROBLEM group, and all of the
ORIGINATORS group included child self-evaluation as a valid fora of
evaluation. This category was not checked by any of the PROBLEM
group. This is another example of a big divergence in answers between
the PROBLEM and ORIGINATORS group.
Multi- Choice Opinion Statements
There are forty-seven questions in this category dealing with
education and child raising. It would, therefore, be a somewhat
exhaustive (and boring) process to review each separate ly in the main
body of this dissertation. Percentages of answers to all opinion
statements given by the total population of the study are included in
Appendix F. These could be analyzed by anyone wishing to use the
questionnaire in order to help them with refining their own questions.
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Some general trends exist as would be expected. Statements
such as those below have almost unanimous agreement Indicated by
the percentages of positive response In paranthesls after each
statement
.
Statement 31 Parents have more influence than school on
a child's development
Statement 34 Parents should help children develop
responsibility
Statement 80 Each child has his/her own rate and
style of learning
Statement 81 Self-confidence is the basis for
effective learning
( 92%)
( 100%)
( 100 %)
( 97%)
Concerning some other statements, parents were divided.
These included:
Statement 48 Children should eat food they don't
like 25% agreed
75% disagreed
Statement 85 A planned physical activity program
is an essential part of any
school 65% agreed
33% disagreed
2% did not answer
These two statements are good examples of how an apparent split
in opinion may not represent basic differences in philosophy. In
pursuing these questions at the follow-through interview, this author
found that with regard to statement one, most of those in agreement
viewed a "physical education program" as anything requiring physical
energy— such as climbing apparatus or a game organized informally by
teachers or children such as kick-ball or an obstacle course. The
idea of traditional "Gym" class was not in their minds nor had they
seen the questions to imply anything physical being required of
''00
children on a formal basis. Those disagreeing with the question on
the whole had had in mind traditional Physical Education classes,
compulsory for all children and therefore had vetoed the statement.
A similar divergence in perception of the question occurred with
statement two. Those in agreement wanted children to be open in
trying new foods, maybe a taste every once in a while, and those in
disagreement had visions of children being forced to consume large
quantities of hated food. Interesting enough, debate arose over what
"food they don't like" meant. Was it a tried and hated food? Or had
the child decided maybe on looks or smell she/he did not like it?
How old was the child concerned? The questions could go on and on.
Analysis of Answers to Selected
Multi-Choice Opinion Statements
Earlier in this chapter, it was hypothesized that a divergence
would appear between answers given by the PROBLEM group and those given
by the MAIN and ORIGINATORS groups. To illustrate this hypothesis
five statements were chosen which the director felt expressed very
basic views on education and attitudes towards children. These state
ments, it was felt, should have strong responses and would clearly
indicate differences in the groups. The five statements follow in
Figure 17 with responses charted according to the three groups: MAIN,
PROBLEM, and ORIGINATORS.
Figure 17. Responses to five sample statements
from questionnaire
SCALE : Plus
With
PLUS
Statement 41
Originators
Main Group
Problem
Totals
Statement 44
Originators
Main Group
Problem
Totals
Statement 70
Originators
Main Group
Problem
Totals
Statement 71
Originators
Main Group
Problem
3 to Minus 3 Represents - Strongly Agree to
Strongly Disagree
0 Representing
- No Opinion
3 2 1 0 1 2 3 MINUS
Children like responsibility.
+3 +2 +1 0 -1 -2 -3
4 2 - - - - —
9 16 2 1 1 1 -
- - 3 - 1 2 -
13 18 5 1 2 3 0
You can learn a lot about people by watching the
way their children act.
+3 +2 +1 0 -1 -2 -3
4 2 - - - - -
2 18 7 1 1 1 -
- - 2 - 1 3 -
6 20 9 1 2 4 —
Process is more important than product.
+3 +2 +1 0 -1 -2 -3
2 4 - - - - -
5 14 1 4 4 1 1
- - 3 - 2 - 1
7 18 4 4 6 1 2
Children learn best when placed in a learning
situation with other children of similar ability.
+3 +2 +10 -1 -2 -3
_ —
- - 1 5 -
1 5 3 2 7 5 7
2 3 - - 1 - -
3 8 3 2 9 10 7Totals
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Figure 17 cont.
Statement 82 Children are capable of making decisions
about their own learning and should be allowed to do so.
+3 +3 +1 0 -l -2 -3
Originators 2 3 1 - - - -
Main Group 7 17 5 - l - -
Problem - - 2 - 2 2 -
Totals 9 20 8 19 3 2 0
Figure 17 illustrates clearly the difference between the
Originators and Problem groups. Only in one case do the responses
even overlap (in Statement 82 when one ORIGINATOR and two PROBLEM
answers are recorded in the same categories) . The MAIN group (as can
be seen by the totals, is almost always heavily weighted in favor of
the ORIGINATORS answers.
When differences are so obvious, there is usually no need for
further analysis. This was demonstrated by Edwards, Luden, and
Savage (1963) in the Interocular Traumatic Test . They suggest that
certain large differences in groups can be very apparent from the data
and do not need to be "beaten to death" by involved statistical
analysis
.
Open Opinion Questions
The remainder of the questions on the questionnaire are in this
category. Each question will be discussed briefly or in detail
accord-
ing to the data revealed by the answers and how significant
it is felt
to be to this study.
203
Questions 15, 16, 17 group together as a unit.
Question 15 What growth or changes would you like to see in
your child?
Question 16 What contribution do you expect this School to
make to that growth?
Question 17 What major opportunity do you expect this
school to offer to your child?
Although in designing the questionnaire, the author had seen
Questions 16 and 17 as distinctly different, the first dealing with
personal development, the second with general school program; many
parents saw these questions as the same and answered them in a similar
way or only answered one of the two. They also linked answers to
Questions 15 and 16.
The responses to Question 15 covered a wide spectrum but
responses are grouped into categories that seemed to cover similar
aspects of growth.
Figure 18. Growth or change parents expect to see in their children
- A desire to learn and love learning
and enjoyment of school
- Improved relationships with others
making of deep, long lasting
friendships
- Development of self-confidence,
self reliance
- Improved self-esteem
- Responsibility for own work
Responses
MAIN PROBLEM
(Percent)
ORIGINATORS
30. 16.6 ! 16.6
30. 33.3
26.6 16.6
26.6
13.3 50.
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Figuve 18. cont.
- Develop Independence
- Became self-motivated,
self-directed
- Develop at his/her own rate
- Grow socially, intellectually
and emotionally
- Increase attention span and
follow through
- Articulate feelings
- Learn cooperation rather than
competition
- See "life" as education
Most people answering this question had more than one expectation.
Some people expected relationships and development of academic skills,
others looked for self-esteem and responsibility. The general trend
with the PROBLEM group was focus on such things as academic growth,
increased attention span, more independence or responsibility without
adding balancing factors such as enjoying school, good relationships,
self-confidence, or articulation of feelings. This is what made their
answers generally different from the majority of the group.
Most of the total population of the study, in answering Question
16 echoed their answers to Question 15. For example, if in Question
15 they mentioned wanting their child to gain self-confidence, in
Question 16 they would say they expected the school to provide an
MAIN
10.
kesponses
PROBLEM
(Percent)
ORIGINATORS
13.3
10.
6.6
3.3
6.6
16.6
16.6
environment that nurtures self-confidence. Such words as atmosphere.
2 05
motivation, climate, personal attention, attitudes, freedom, challenge,
structure, occurred frequently. It was intended for that question to
focus on how much the parents expected from the school in terms of
bheir child s growth and illuminate some problem areas where parents
might consider opting out and expect the school to do everything.
In reviewing the questionnaire, Question 16
,
then, would need more
detail in future to elicit more from the parents.
The overlap in answers between these three question make it
repetitious to list all things stated for Question 17 but a couple
of quotes from the PROBLEM group will show that their trend continues.
Question 17 : "What major opportunity do you expect the school
to offer to your child?"
Responses: "To be in the company of intelligent, receptive
students." "Learn basic skills." "Develop good social skills."
Again, the author is not criticizing these responses as wrong in
themselves or against New School philosophy, simply that a pattern of
focus on these specifics, often to the exclusion of other things, is
not seen as a positive one. Also use of terms is indicative of
attitude "learn basic skills" and "develop good social skills" as
opposed to "improve" in these areas could suggest the need to start
at a very basic level.
The list of characteristics of a good teacher (Question 25 )
would fill a book and require a saint to get the position! A
total of
131 responses were recorded, only those cited three times
or more will
be reported. (See Figure 19)
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Figure 19. Characteristics of a good teacher
Responses
MAIN PROBLEM
(Percent)
ORIGINATORS
Intelligence and knowledge 26.6 16.6 33.3
Caring for child and his/her needs 26.6 16.6 50.
Patience 26.6 16.6 33.3
Ability to treat children with
respect as individuals 23.3
Sensitivity 20. 16.6 33.3
Sense of humor 20.
Ability to create an open environ-
ment for learning and
interpersonal relationships 16.6 33.3
Have a love of learning 16.6 16.6
Imagination 16.6 16.6
Warmth 13.3
Humaneness 10.
Enthusiasm 10.
Firmness 10. 33.3
Energy 10. 16.6
Compassion 10.
Some of the other responses given once or twice included:
Not aftraid to be wrong or unknowing
Non complacent
Liberal
Non-sexist
Having ability to control a class
Socially politically enlightened
and Willing to extend above and
beyond the call of duty
There was little difference between the MAIN and PROBLEM groups
on this question although such responses as firmness, control,
non-complacent and non-sexist were among answers given by the PROBLEM
group. In this question the ORIGINATORS group gave answers mostly
within the first nine characteristics with five or more responses.
Questions 60 and 61 caused a great deal of confusion.
Question 60 ; "Being a single, separated or divorced parent
has. .
.
Question 61 : "Being a married parent has...
"Complete this statement using your own words and ideas." Parents who
were single often did not feel they needed to complete the statement
about being a married parent and vice-versa. The general consensus in
statements from the total population who responded was that if_ there
was a good relationship it was better to be married, but if not, it
was destructive to all concerned and therefore a single status was
: 07
MAIN
3.3
Responses
PROBLEM
(Percent)
ORIGINATORS
16.6
3.3
16.6
3.3 16.6
3.3
3.3
preferable.
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On Question 62, regarding the definition of a good relationship,
there was consensus among the total population of the study that it
required hard work, patience, love, respect, sharing, and mutual trust
to create a good relationship. There was no marked difference in
responses between the three groups.
The other questions in the questionnaire were in the same
category of statement completion. Questions 88 and 89 asking for
definitions of competition and success. This proved to be a difficult
request for some parents, while others wrote whole essays on the
subject. Some kept away from any personal statement, merely defining
in a dictionary sense. Others were extremely personal about their
own experiences and connotations connected with these words, while
some opted out, leaving it blank or writing something to the effect
of "means different things to different people." For those who made
a personal judgment on competition, ten responses were completely
positive about competition, feeling it was necessary and useful, an
essential factor in the American way of life. An example of such a
response would be "a useful ingredient to motivating achievement that
can provide satisfying fulfillment." Fifteen responses indicated that
competition had good and bad aspects, but generally was a necessary
evil." The bad aspects were mostly from the total population of the
study associated with its use in education. A typical response was,
"An important reality in the world, but can be fostered in a positive
way, not in the negative way which occurs in most school situations...
«
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Six responses indicated completely negative reactions to the
statement. Five of these responses came from the ORIGINATORS group.
A sample response from this group was, "I see competition as des-
tructive and compromise and cooperation as the key words to living."
The PROBLEM group had two responses in the completely positive
category and four in the good and bad category. The responses to
this statement, it was felt, were surprisingly weighted on the positive
side, considering that the most popular answer in the "dislike of own
schooling question was competition and stress to achieve. Although,
as noted before, the negative aspects of competition in school were
mentioned a good number of times.
In the success definitions the responses from the total popu-
lation of the study were almost completely involved with personal
definitions, with little or no regard for the opinions of the "outside
world." There was no noticeable variation between the three groups.
Success was seen as being satisfied with one’s own accomplishment,
attaining personal goals, and most frequently linked with happiness
and inner peace. One might conclude from the combination of competi-
tion and success definitions that competition is necessary in order
to achieve anything except success!
Questionnaire Summary
Indications of differences in basic aims and philosophy were
often illuminated by the responses to the questionnaire. Also
possible indications of future problems were suggested by some of the
responses. The hypothesis concerning the PROBLEM group was supported
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by tne fact that in questions and statements where there was a wide
variety of responses, the PROBLEM group's answers were the most
divergent from the answers given by those who started the school and
had shaped the philosophy.
Generally the responses to the questionnaire can be summarized
as follows:
1) ORIGINATOR group. This group reflects the present philos-
ophy of The New School. The tendency within this group is to reflect
strong views on the statements and questions. For example, on the
multi-choice statements, this group would usually strongly or complet-
ely disagree or agree with statements, showing very definite views.
2) MAIN group. This group shows a general trend towards the
views of the ORIGINATOR group. The range of their answers is more
widespread than those of the ORIGINATORS but is weighted heavily in
that direction. This group's responses also provide valuable data
about questions or statements that would cause confusion, or a split
in ideas or would need further clarification.
3) PROBLEM group. This group generally showed a trend in
responses that was different from the ORIGINATORS responses and
frequently different from the responses of the MAIN group.
The follow-through interview often uncovered more discrepancies
in philosophy. This procedure is just gradually becoming standard
practice for The New School, now that the questionnaire has been
tried, analyzed and is subject to revision. It is anticipated that
once the questionnaire is refined and the questionnaire/ interview
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procedure becomes standard that more potential problems will be
recognized and alleviated before children are enrolled.
In this chapter the history of admitting procedures for The
New School has been recounted in order to establish the guidelines
that culminated in the design of the pre-interview questionnaire.
By examining the use and results of the questionnaire over a two
year period, it has been established that some definite answer
patterns emerge. These may indicate a mismatch in aims and expec-
tation between parents and school. Attention to these patterns could
avoid students being enrolled who would later encounter difficulties
in the school.
In the concluding chapter this author will examine the possi-
bilities of a wider use of this questionnaire in other programs, and
the implications of an individual selection process being made by an
alternative program.
«
CHAPTER VI
CONCLUSIONS AND RECOMMENDATION
This study has addressed the problem of a mismatch in goals between
parents and alternative schools. The purpose of this study has been to
explore the following four questions (originally posed in Chapter I):
1. How does the problem of mismatch goals arise in the initi-
ation stage of an alternative school and how does this affect the direc-
tion of the school?
2. During the implementation stage of an alternative school,
what relationship is there between the parents' support of the alter-
native and the child's growth within the program?
3. How can a parent questionnaire used at the implementation
stage address the issues and facilitate better communications between
program and parents?
4. How can the experiences in the one school studied affect a
more general theory and practice?
The following procedure was used in this study:
First the author made an examination of the relevant literature
which revealed:
1. A mismatch in goals in alternative programs does cause major
problems, sometimes resulting in the program being terminated or changed
drastically;
2. Little evidence exists of choices being given (to those
running alternative programs) to decide who would be suitable partici-
«
pants for the program;
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3. No evidence exists of a vehicle for examination of goals (such
as a questionnaire or interview) to be used before people enter a pro-
gram.
In the light of this literature an examination was next made of a partic-
ular alternative school The New School of Monmouth County in New Jersey,
which at the time of the study, had been in existence for eight years.
In addition to a general history, examining parents' goals and their
effect on the school, several case histories of specific families were
also presented. Following this, the guidelines that had been established
(for better communication of goals to parents) were described. The
development and results of a pre-interview questionnaire were examined
as the most recent vehicle for attempting to match parent and program
goals prior to a family entering the program and thus avoid some of the
problems cited in the school history and case studies.
The conclusions formed as a result of this study will be examined
in relation to the four questions stated at the beginning of this chapter.
1 . How does the problem of mismatched goals arise in the initi-
ation stage of an alternative school and how does this affect the direc-
tion of the school ?
The problem of a mismatch in goals often arises at the initiation
stage of a school because the school is new. Many times those coming
together to set up a program are initially unaware of the variation in
people's aims and goals. Many conflicting views of philosophy and its
implementation may be represented, as in the case of the original school
discussed in this study. In that school, the day to day problems of the
running of the school brought to light conflicts in philosophy. These
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caused confrontations between the staff and director, the staff and
parents, and the parents and director. Eventually after much interplay
of personalities and exchange of critical correspondence, a split
occurred and another school was established, which became the subject
for observation in this study. The conflict that arose was probably
unavoidable because of the way in which the original school began and
the personalities involved. However, this conflict caused several things
to happen which may not have happened as quickly or effectively without
the conflict:
1) The group who broke away and formed their own school
had clear-cut expectations for that school.
2) This group was forced to articulate its view and
ideas and consolidate the aims for the new school
being formed.
3) The group forming the school realized that everyone’s
needs could not be met within one alternative.
4) Further conflicts arose over differences in philosophy
and were dealt with by the initiators of the break-
away group .
.
There were many examples in the literature examined (e.g. Eley, 1973;
Graubard, 1972; Kozol, 1974) of the conflicts that arose during this
initiation state of an alternative program and many times if an alterna-
tive survived the conflict, it actually could gain strength from it and a
sense of purpose and direction that might, without the conflict, have
taken longer to accomplish.
215
However, once the initiation stage is past, a program has formed
and is usually functioning with a set of goals and aijn that are satis-
fact o r y to those in the program. The next problem is for the program
to survive the imp 1emen ta t ion or operating stage, which is addressed in
Question Two
.
2 . During the implementation stage of an alternative school, what
relationship is there between parent support of the alternative and the
child's growth within the program ?
At this stage conflict is much more damaging to the program and
those involved. What exists in the program and is working well for a
number of people may be threatened by new people joining, whose aims are
different and who would like to be influential in changing the existing
structure to meet those aims. The author found through direct experi-
ence in the case school studied that a lack of basic philosophical agree-
ment between parents and the program resulted in difficulty for the
parents and students. The problems encountered by the children are usu-
ally directly proportionate to the amount of anxiety or disagreement
experienced by the parents. The staff at the school found that when they
could work out the differences between themselves and the parents, the
difficulties for the child were usually resolved. However in the case of
parents entering the program with very definite and unchanging expec-
tations of such a nature that the school was unable to meet them,
prob-
lems continued and usually resulted in a child being withdrawn
or being
asked to withdraw.
ri6
The individual case histories presented earlier showed the devel-
opment of parent mistrust with the school and how problems were en-
countered by the child when there was a mismatch in goals between parent
and school. These mismatches occurred in differing degrees and many times
good communications between parents and school alleviated the misunder-
standings and resolved the problems. Whenever a disagreement was ob-
served, the staff in the case school endeavored to work with the parents
to reach some common understanding. Sometimes, as in cases cited, the
P^^klsms occurred because there was insufficient communications regarding
expectations when parents entered the school. If later parents were told
that things were not as they expected, they were sometimes accepting of
i.this (as in the case study where the family discovered that parents did
not have the power to make educational decisions). On the other hand,
the expectations may be too deep-rooted to be changed and as a result
little progress is made (as in the case when the parents expected formal
reading to occur every day and did not feel that other forms of reading
were an adequate substitute) . In the final analysis the working-out of
the problem is dependent on how much mutual agreement exists between the
school and the parents. If there is a basic trust and the parents feel
that the school has the child's best interests at heart, many differences
can be worked out, compromises made and communications improved. If, on
the other hand, the parents are doubtful about the school, it will be
hard for them to accept advice from the school (as for example in the
family case studies when the school advised the parents that some action
they were taking was in their child's best interest).
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Despite the recognition that a mismatch in goals causes problems,
the problems continued to occur through the implement a :icn stage of the
case school. Although these problems were handled without threatening
the survival of the school, they frequently impeded its functioning and
definitely caused problems for the staff, parents and child involved.
An effort was made to further clarify goals, and possibly prevent
problems before they occurred. An attempt was made to identify fami-
lies who might have problems with the school's program. This was done
by the development and use of a questionnaire.
3 . How can a parent questionnaire used at the implementation
stage address the issues and facilitate better communications between
program and parents ?
The results of the questionnaire as reported in the previous
chapter demonstrate that problems in philosophy can be highlighted by
the use of a specific instrument— in this case, a pre-interview question-
naire. Parents who had the most problems with the case school's aims and
goals often had the answers most divergent from those given by the group
representing the school's philosophy. This consistency suggests that
some inferences about possible problems could be drawn from the answers
to the questionnaire prior to a family entering the program.
The questionnaire has been revised in order to clarify some
questions with which parents experienced difficulties and major differ-
ences in understanding. Following input from parents
regarding the
questionnaire, it has been revised in the following ways:
Question 16 has been changed from,
"What contribution do you expect this school to
make to your
child's growth"
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to
What opportunities do you expect to be made available, at this
school that you feel will contribute to your child's growth?"
Question 17
,
"What major opportunities do you expect this
school to offer to your child?" has been deleted.
Question 27
,
Do you think that your child could be responsible
for his/her own learning? Do you think that he/she should be
responsible for his/her own learning?" caused some confusion
because parents thought it implied handing over total respon-
sibility for learning to a child why may not be ready for it.
This question has been changed to be more specific. It will
read,
"Right now, do you think your child is able to take respon-
sibility for his/her own learning?
Do you see it as a goal to work toward that your child
should be responsible for his/her own learning?"
In the explanation prior to the multichoice statements, the "No
Opinion" category would be defined as "I cannot say that I agree or
disagree with the statement because I have formed no opinion about
it."
The words "and have never thought it pertinent" were deleted
as this implies a value judgment and takes away from the neutral
quality of this category. In the last set of multi-choice statements
the following changes have been made:
Statement 4C), "It is better to make mistakes with your children
than to let someone tell you how to run your life."
This statement was deleted because it caused a lot of confusion
and the resulting data were not very useful. Some people reacted
t*o the word "run" as being a "control" word and had a negative
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reaction to the statement. Others did not answer on the
grounds that they did not understand what the question meant.
In S tatement 45, the word "sure" was deleted so the atatement
now reads.
"If a child has problems, it's a sign that the parents aredoing something wrong,
snd Statement 48 has been changed from
"Children should eat foods they don't like
to
"Children should try food they don't like."
Statements 60 and
_61 have been deleted.
"Being a single parent has...
Being a married parent has...
and simply replaced by the statement
"Being a parent has...
followed by
"A good relationship.
.
. ( Statement 62 )
In Question 63 extra categories needed to be added for responses
to how parents view their own schooling:
"I was not successful in school and neither liked nor disliked
it."
"I was successful in school and neither liked or disliked it."
These two statements complete the range of options.
In the second multi-choice statement section. Statement 72 has
been changed from,
"The function of education is to teach a child how to learn,"
to
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The main function of education is to teach a child how to learn."
Statement 85 has oaen changed from,
"A planned physical activity program is an essential part of
any school"
to
"A physical activity program (which might take a variety of
forms) is an essential part of any school."
The author recognizes that it is unlikely for any questionnaire to
be totally free from misinterpretations on the part of those complet-
ing it, but based on the experiences from the questionnaire completed
by the case school, the changes made should improve clarity when the
questionnaire is used again.
When this questionnaire was used at the case school, it was not
always administered prior to the parent interview, although this was
the intent for which it was planned. In any alternative program there
seems to be a definite value in having the questionnaire completed
before a parent interview, but it should be recognized that answering
the questionnaire is a large undertaking to ask of parents new to a
program. To simply require that the questionnaire be completed by
any one considering a particular program might be intimidating and
turn away parents who would be suitable for the program and supportive
of the philosophy. This would run contrary to the informal, friendly
attitude encouraged in most alternatives. The author proposes that
the optimum timing for use of the questionnaire would be af t_er_ a
parent had visited the classroom and perhaps talked informally with
the director, but before a parent interview. This affords the
221
incoming parents a chance to know something of the school and be told
the nature and purpose of the questionnaire before being asked to
complete it.
Incorpora t ing the Questionnaire Into the Procedure
U_sed for Admitting New Families Into the Program
Reactions to visiting the school, as well as the answers on
the questionnaire are pertinent to an assessment of a family's
suitability for the school.
From the experience gained in dealing with families who had a
mismatch in goals with the case school, it became apparent that
there was a need to take the following three steps:
1. Firstly, to establish the reasons a parent has for seeking
the school. If there is some indication of a problem on the student's
behalf, further investigation needs to be done as to why the parent
feels that this school will be a solution for the problem.
2. Secondly, to examine closely the applicants' questionnaire
prior to the parent interview; to look for answers and statements
that might indicate a pattern of divergence from the opinions given
by those in closest accord with the philosophy.
3. Thirdly, to observe the parents' reaction to their school
visit; to notice if they are disturbed by noise, disorder, distrac-
tions, and to see if they focus on personal interactions. Sometimes
comments can be very informative; for example,
"My daughter would fit in here. I don't think she'd
do any work, but she'd love it!
«
or
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"I like the way the children interact with one
another and on such a variety of age levels,"
or
"I love it, but my husband/wife would hate it.
He/ she is much more traditional!"
What needs to be assessed in all these three steps is whether the
parents are accepting the school on a fundamental level, feeling
emotionally comfortable with what is happening, or whether they are
trying to justify their choice on an intellectual level. The author
has consistently found that parents who accept the school on a basic
level, feeling in agreement with what they observe and hear, can have
any number of intellectual questions adequately answered, such as
"How is reading taught?", "Do you have requirements for the children?",
or "What do you do if a child refuses to do math?". A questioning
parent is not necessarily one who disagrees with the philosophy.
Conversely, those without questions can often have problems later
on when they have been involved with the program for a time.
By analysing these three areas, namely the reason for seeking
the school, questionnaire answers, and the reactions to a visit, the
school director found that she has a better understanding of how
close parent goals are to those of the school.
The final question from Chapter I addresses the wider implica-
tions of this study.
4. How can the experiences in the one school studied affect
more general practice?
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Implications
1) Programs in the initiation stage might see conflict as part
of the growth process and use the divergence in philosophy to crystal-
ize attitudes and consolidate aims and goals. It is unlikely that
everyone will be able to go in the same direction, so strong leader-
ship will be required and a recognition that division may occur in
the program and the result may be more than one program with
differing sets of goals.
2) Once a program is established there will be less leeway for
divergence in the implementation stage. Parents wanting the program
to move in a different direction can be potentially harmful to the
program and their child’s progress within it.
3) Parents’ understanding and support of the educational
philosophy of an alternative program is an important part of a child's
success within the program.
Recommendations
Programs considering use of the questionnaire developed in this
study should use the data received from the questionnaire and the
revisions made to determine a suitable format and content for their
program. Naturally questions relevant to a specific program would
replace those pertinent only to the case school. In using this ques-
tionnaire other educators might like to test the following hypotheses
1) Parents who come to an alternative school because their
child is having difficulties in other schools will have a pattern
of
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questionnaire answers divergent from those established by the school's
philosophy.
2) Parents who have a negative attitude to their classroom
visit (observed and labeled by teachers or recorded on the question-
naire) will have problems if and when their children attend the
school.
3) Parents will be more willing to answer the questionnaire
and more open in their answers if they have had an opportunity to
visit the school first and had the purpose of the questionnaire
explained to them.
4) Parents who show an inclination to enroll only one child
in the school will have questionnaire answers divergent from those
established by the school's philosophy.
5) Parents who indicate a willingness to work for the school
and participate in the program will have children who are more
successful within the aims of the program.
6) Single parents are more likely to seek an alternative
school because it offers an enriching program and close relation-
ships that may be compensatory for their child.
7a) If questionnaires are distributed by family, they will be
completed by the parent most interested in the school.
7b) If questionnaires are distributed to individual parents,
the children of husbands and wives with a wide divergence in their
answers will experience difficulties within the school.
8) Parents who have some initial doubts about the program (as
«
recorded on the questionnaire) but whose children are exceptionally
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successful in their first year at :he school, will have a more posi-
tive attitude if given the questionnaire a second time (at the end
of the first year).
Summary
One problem that exists in alternative schools is a mismatch
in goals between parent and program. This arises from a lack of
understanding on both sides of goals and expectations. Better commu-
nications can alleviate some of the problems, but in the initiation
stage of a program the problems may be unavoidable. As a program
develops and goals and philosophy become more clearly articulated,
many mismatch problems can be avoided or dealt with in such a way as
to cause minimum aggrevation within the program. Efforts to
communicate expectations and goals prior to a family entering a
program can diminish even further the number of problems experienced.
This will ultimately strengthen the program and the people who
participate in it.
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CONSTITUTION AND BYLAWS
OF
tHE NEW SCHOOL OF MONMOUTH COUNTY, INC.
ARTICLE I. NAME
Section 1. The name of the organization shall be THE NEW SCHOOL
OF MONMOUTH COUNTY
,
INC
.
.
Section 2. This organization shall be a non-profit, non-sectarian
and interracial elementary day school incorporated under the laws of
the State of New Jersey.
ARTICLE II. AIMS AND PURPOSES
It is the purpose of the New School to provide a school
where the child’s rights as an individual are respected, where
learning how to learn is emphasized rather than the accumulation
of facts, where all experiences are seen as meaningful and important.
Furthermore, it is the purpose of the New School to foster a love
of learning and inner controls in children by providing them with
an unstructured, non-punitive environment and by helping each child
to see the consequences of his behavior and how it affects other
people.
ARTICLE III . MEMBERSHIP
Section 1. The parent (s) or guardian (s) of any child enrolled in
the school shall be a member as a family unit entitled to one(l)
vote. Education staff members employed full-time by the school
shall also be members. Each family unit and educational staff
member shall hereinafter be referred to as a "member."
Section 2. Membership shall continue so long as a child is
enrolled in the school, a member pays tuition and fees as
required, and a teacher is employed full-time.
ARTICLE IV. DUES AND FEES
Section I. Fees and tuition schedules for members shall be
recommended by the Board of Trustees, subject to the approval
of the membership.
ARTICLE V. MEETINGS
Section 1. Mandatory general meetings shall be held each
Spring
and Fall.
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Section 2^
_
The President shall call special meetings as follows:
A. Whenever she deems it necessary.
B. At the request of the Educational Director or any
officer
.
C. At the written request of ten percent (10%) of the
membership or five (5) members, whichever is
greater.
Section 3. When any meeting is called, the President is to notify
the membership at least one week in advance, giving the time, date,
place, and the purpose or agenda of the meeting.
Section 4. A quorum at a meeting shall consist of fifty (50)
percent of the members, or a minimum of twelve (12) members.
Section 5. Two-thirds (2/3) of the votes cast at a meeting shall
be required to decide an issue.
Section 6. Every member shall have one (1) vote.
Section 7. One parent or guardian may represent a family unit at
a meeting for the purpose of a quorum and may cast the member vote.
ARTICLE VI. OFFICERS AND THEIR RESPONSIBILITIES
Section 1. The Officers of the organization shall be a President,
First Vice President, Second Vice President, Treasurer, Secretary,
and Educational Director.
Section 2. All officers, except the Educational Director shall be
elected by ballot at the Spring General Meeting and shall take
office July 1. They shall serve a one year term and may succeed
themselves. The Educational Director shall be appointed by the
Board of Trustees. If any elective office shall become vacant,
the Board of Trustees may appoint a successor to serve the balance
of the unexpired term.
Section 3. The President shall:
A. Call and preside over all meetings of the member-
ship and of the Board of Trustees.
B. Direct the administration of the school and
enforce the Constitution and Bylaws and such
procedures as the Board of Trustees shall establish.
C. As chief executive, sign on behalf of the corporation
contracts and other instruments which are authorized
and proper in the conduct of the school s business.
D. Be a member ex-officio of all committees except the
• nominating committee.
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Section 4. The First Vice President shall perform the duti.iu of
the President in his/her absence.
Section 5. The Treasurer shall:
A Collect and hold, in the name of the school,
all moneys payable to the school.
B. Maintain the financial records of the school,
be custodian of all moneys, pay all bills
authorized by the Board or any persons whom the
Board shall delegate, and deposit all balances
in a depository designated by the Board.
C. Send bills to members when tuition payments are
due, and notify the Board of delinquencies.
D. A financial report will be presented at each
meeting.
Section 6. The Secretary shall:
A. Record and file minutes of all membership and
Board meetings.
B. Be responsible for sending out all school corres-
pondence and notices of meetings as delegated by
the President and the Educational Director, and
filing copies of same.
Section 7. The Educational Director shall:
A. Be directly responsible for the educational adminis-
tration and philosophy of the school, within the aims
and purposes of the corporation.
B. Be responsible for the enrollment and withdrawal of
children in accordance with the procedures established
by the Board.
C. Recommend appointment and removal and continued
training of teachers.
D. Be responsible for the expenditure of funds allocated
by the Board for educational administration.
ARTICLE VII. BOARD OF TRUSTEES
Section 1. The governing body, called the Board of Trustees,
shall
consist of the officers, plus up to five (5) additional persons
elected from the membership. All members of the Board, except
t e
Education Director, will be elected at the Spring General
Meeting
and will serve a one year term beginning on July 1. They
may
succeed themselves.
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Section 2. Any vacancy on the Board may be filled
the Board of Trustees for the unexpired term.
by the action of
Section 3. The duties of the Board shall be:
A. To appoint and remove members of the staff on the
recommendation of the Education Director.
B. To propose an operating budget, fees and tuition
schedules for approval of the membership.
C. To authorize and/or delegate the authority to make
expenditures necessary for the operation of the
school, in accordance with the approved budget.
D. To collect tuition, fees and charges.
E. To appoint the Education Director.
F. To exercise all the powers of the corporation not
expressly assigned to others by this Constitution
and Bylaws.
G. To develop the general policies of the corporation
within the Constitution and Bylaws.
H. Appoint Standing and Special Committees.
!• Any member of the Board of Trustees may be removed
by 2/3 vote of the entire membership after he /she
receives a hearing by the membership.
Section 4. The Board may, by majority vote, establish such pro-
cedures as it deems necessary to conduct the business of the school,
provided the procedures do not conflict with this Constitution and
Bylaws.
ARTICLE VIII. NOMINATIONS
Section 1. The Nominating Committee shall consist of a minimum of
three (3) persons, from the membership, appointed by the Board of
Trustees. The committee shall notify the membership of the nomina-
tions in writing at least two weeks before the Spring General
Meeting. Additional nominations may be made from the floor pro-
viding consent of the candidate has been secured.
ARTICLE IX. DISTRIBUTION OF ASSETS IN EVENT OF DISOLUTION
Section 1. In the event the New School is dissolved, all assets
then belonging to it shall be distributed to such institutions
qualifying for tax exempt status as the Board of Trustees shall
select, as required for corporation exempt from federal income tax
under Section 501 (c)(3) of the Internal Revenue Code of 1954, its
supplements and amendments.
ARTICLE X. AMENDMENTS TO THE CONSTITUTION AND BYLAWS
Settion 1. Amendments to this Constitution and Bylaws may be made
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at any meeting of the organization provided such proposed amend-
ments shall have been submitted in writing and read at a pi evious
meeting, or written notice and the text of such propc sed amend-
ments shall have been mailed to each member at least two weeks
before the meeting at thich it is to be voted upon.
Section 2. Amendments to the Constitution and Bylaws shall
require a two-thirds (2/3) vote of the members.
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APPLICATION FORM
The New School of Monmouth County
301 Middle Road
Holmdel, New Jersey 07733
CHILD’S NAME
ADDRESS
Number Street Town Zip Code
DATE OF BIRTH TELEPHONE
FATHER’S NAME OCCUPATION
OTHER CHILDREN IN FAMILY
(Names and Ages)
REASON FOR WANTING TO PLACE CHILD IN THE NEW SCHOOL
SCHOOL CHILD IS PRESENTLY ATTENDING
GRADE LEVEL CHILD’S ATTITUDE TO PRESENT SCHOOL
DOES YOUR CHILD HAVE ANY EMOTIONAL OR SOCIAL PROBLEMS?
DOES S/HE HAVE ANY SPECIFIC LEARNING PROBLEMS?
The New School does not issue Report Cards or formally test children.
Instead individual parent conferences to be attended by both parents are
held at least three times a year to discuss student evaluation. Do you
agree with this policy? Comments
:
Field Trips (and an end of the year camping trip for older children) are
an important part of the life of the school. Would you give permission
for your child to be included on these trips?
It is our policy to allow small groups of children to play outside on
school grounds for limited periods of time without adult supervision,
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providing they demonstrate responsibility and abide by the rules con-
cerning the play area. Do you agree with this policy, and would you
allow your child to participate in this type of activity?
Are there any contributions you could make to the school such as
driving on field trips, helping to make or repair equipment, fund
raising, etc.?
APPENDIX C
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January 28, 1974
QUESTIONNAIRE FOR GRADUATE STUDENTS
OF THE NEW SCHOOL
1. How long were you at the New School?
2. What grade did you go into from the New School?
3. What do you feel were the main advantages of the New School?
4. What do you feel were the main disadvantages of the New School?
5.
Do you feel that going to the New School helped you in High School?
(If yes, explain in what ways it helped. If not, say why.)
6.
Do you feel that going to the New School affected your attitude
towards the following: a. How you feel about yourself? Yes - No
b. How you feel about learning: Yes - No
c. How you relate to others? Yes - No
d. Your attitude towards teachers? Yes - No
COMMENTS:
2417.
If possible, name one experience, social or academic that
happened at the New School which made an impact on you.
8.
Do you feel you had enough to say in the running of the school? If
not, explain.
9.
Would you want to attend a High School run on similar lines to the
New School? Yes - No (Explain)
Maybe, if following changes were made.
If necessary, please use back of sheet for answers. Thank you.
»
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January 28, 1978
QUESTIONNAIRE - PARENTS
OF GRADUATE STUDENTS
1. What do you feel were the main advantages of the New School?
2. What do you feel were the main disadvantages of the New School?
3.
Do you feel that going to the New School helped your fchild in High
School: If yes, explain in what way it helped. If not, say why.
4.
Do you feel that going to the New School affected your child’s attitude
towards the following?
a. How he or she feels about themself? Yes - No.
b. How he or she feels about learning? Yes - No.
c. How he or she relates to others? Yes - No.
d. His or her attitude toward teachers? Yes - No._
COMMENTS:
5.
If possible, name one experience, social or academic
- tKl 1 happened to
your child at the New School which you feel made an on him
or
244
6.
Do you feel you had enough say in the running of the school?
If not, explain.
7. Were you a Board Member at any time?
8. Do you feel the amount of responsibility we asked the parents to
take was fair? Yes - No
9. Would you want your child to attend a High School run on similar
lines to the New School? Yes - No (explain)
Maybe, if following changes were made
4
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(BROCHURE)
(Revved 1975)
THE NEW SCHOOL OF MONMOUTH COUNTY,
An Innovative Ungraded Elementary School
OUR BEGINNING
The New School of Monmouth County was formed in 1969 by a group
of concerned teachers and parents who wanted to create an informal
learning environment centered around the child, where attitudes and
values would be emphasized and developed along with academic
learning.
OUR PHILOSOPHY
We are concerned with the development of individual growth
which includes social and emotional, as well as intellectual develop-
ment. We believe that real learning is an integrated process that
occurs when children are allowed flexibility to follow their own
interests without being subject to a rigid timetable or curriculum.
We feel that children are naturally curious and enjoy learning
when it can be fostered through their own interests or absorbed at
their own pace. Learning occurs on different levels and when an
unpressured atmosphere is created, children have the opportunity to
develop their full potential.
The children’s life at school is a real life experience and an
integrated part of their whole life, where learning how to learn is
emphasized rather than the accumulation of facts.
Another important aspect of our philosophy is our concern to
link responsibility and freedom. The child's right as an individual
is considered to be of the utmost importance but he is also encouraged
to see himself as one member of a social group, responsible to the
group as well as to himself.
IMPLEMENTATION OF OUR PHILOSOPHY
Our school is grouped in "family" age groups with sometimes as much
as a four year age range in our classes. We have found that interaction
between different ages is a valuable educational experience and eli-
minates competition as a main incentive for learning.
In place of the traditional rows of desks and chairs, the classrooms
are divided into various areas, reading corner, math, art, science,
pl aY>
music, etc. In these areas different materials and activities
are aval
able fof the children's exploration and
discovery.
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The children, with help from the teacher, structure theirowntime, spending whatever time they need on a chosen learning
activity. Learning through experience is very important
especially when developing the first concepts in a gi/en'areatherefore practical and sensory experiences are stressed.
FIELD TRIPS
Field trips are an essential part of life at the New School.
These trips include, library, museum and theatre visits, outdoor
experiences in state parks, etc. and day visits to cities such as
New York and Philadelphia. Part of our aim is to make learning a
total experience, not just concerned with books and equipment within
our walls, but extending into the use of outside resources within our
local environment and further afield.
At the end of the year each of the classes take a longer trip
(lasting about a week)
. These trips have included camping in
Shenandoah and The Pine Barrens, weekends in Gettysburg and a week
in Washington, D. C. Some of the older children have also participated
in 3-week trips to England during the summer vacations. These trips
are a vital opportunity, while working and living together, to grow
more in understanding of each others needs and to develop personal
relationships
.
THE TEACHER’S ROLE
The teacher’s role is one of guidance, involvement and understanding
of individual needs.
The teacher encourages effort and understands difficulties in
learning and behavior. He or she knows when to present something
that is challenging to a child, when to be an onlooker while the
child makes his own discoveries and when to step in and help him onto
a new phase in learning.
The organization of the day, arising from a combination of the
teacher’s planning, the children's needs and individual interests,
results in a balance between independent working and group activities.
THE PARENT’S ROLE
Parents are a vital part of our school. Support and understanding
from parents is essential if the school is to realize its aims. With-
out a continuation of the school’s philosophy in the home situation the
school day becomes an "isolated island" and not an integrated part of
the child’s life.
At The New School we have separated educational and administrative
responsibilities in a way that allows the school to be run adminis-
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tratively by a board of trustees elected from the parents and teachers
while educational decisions are made by the Director and the staff.
Parents help is also needed in many practical areas, such as
building and maintaining equipment and assisting in field trips. We
realize that every parent has different talents and interests but
participation in some area is required. Parent meetings and socials
are held periodically to discuss the functioning of the school. Our
experience has shown that the more closely a parent is able to work
with the school, the more understanding this promotes and this makes
life at The New School a more profitable experience for both parents
and children.
DIRECTOR AND STAFF
Mrs. Susan Chilvers, our Educational Director, is from England
and was trained in the use of informal methods, sometimes referred to
as the "Open Classroom" or "Integrated Day" at a London college.
These methods are now being used successfully in an increasing number
of British and American primary schools. Mrs. Chilvers taught for
several years in English schools using these methods prior to coming
to America.
She received her Masters degree in Education from the University
of Massachusetts and is presently a doctoral candidate in the Univers-
ity’s "Integrated Day" program.
The teachers are chosen, not only for their philosophy but for
their ability to apply the philosophy in an actual practical situation.
An essential quality is the teacher’s ability to relate to the children
in an understanding was, with concern for each child as an individual.
COMMUNITY INVOLVEMENT
Since its formation The New School has played an increasingly
active role in the community. Visitors from a wide range of schools
in local districts have observed in the classrooms and attended work-
shops in Informal Teaching Methods run by our Director. We plan to
continue these workshops in the Spring and Fall of each year. Students
from local colleges also observe and teach in our classes as part
of
their teacher training.
The New School has maintained a scholarship program since
its
beginning and has provided at least two children a year with
full
scholarships.
THE SUMMER PROGRAM
The New School sponsors a pre-school through
elementary grade
summer workshop in creative activities including
crafts, nature stu v,
drama and movement. The program is offered in
two sessions dun g
the summer and advance registration and reservation is required.
ELIGIBILITY
Any child in the elementary range K-8 is eligible for The New
School providing that he/she has no major social or emotional
problems and his/her parents are supportive of The New School's
philosophy.
An interview with both parents is required and also a two or
three day visit by the child while the school is in session.
THE NEW SCHOOL OF MONMOUTH COUNTY
301 Middle Road
Holmdel, New Jersey 07733
Tel. (201) 787-7900
EDUCATIONAL DIRECTOR,
Mrs. Susan Chilvers
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ANSWERS TO MULTI-CHOICE STATEMENTS
ON PARENT QUESTIONNAIRE
Percentages of Agree, Disagree and Neutral answers for Multi-choice
statements on The New School Questionnaires. (Neutral category is
those who checked No Opinion or did not answer.)
STATEMENT RESPONSES
Di s-
Agree Neut
. Agree
30. Dealing with children is a natural talent
and cannot be learned. 17.8% 2.6% 79.6%
31. Parents have more influence than the
school on a child's development. 92.2 1.3 6.5
32. Text book ideas about kids will not
work in real life. 18.3 13.3 68.4
33. You must have children of your own in
order to understand them. 8.9 0 91.1
34. Parents should help children to develop
responsibility. 100 0 0
35. I need help in dealing with children. 65.8 0 34.2
36. A child will share his/her parents
beliefs and values. 92.8 1.5 5.7
37. Parents should regulate the amount of TV
their children watch. 91.6 1.1 7.3
38. Getting dirty is not only natural for
kids but good for them. 96.7 1.1 2.2
39. Parents should make their children the
most important thing in their lives. 26.0 4.1 69.9
40. It is better to make mistakes with your
children than to let someone tell you how
to run your family. 42.6 9.4 48.0
41. Children like responsibility. 90.7 1.3 8.0
42. A parent is a failure if a child is
unhappy. 7.7 6.4
85.9
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43. When expressing his/her opinion, a child
should be given as much respect as an adult. 96.5% 0.9% 2.6%
44. You can learn a lot about people by watching
the way their children act. 84.5 3.4 12.1
45. If a child has problems, it is a sure sign
that the parents are doing something wrong. 31.9 2.8 65.3
46. A child’s curiosity should be encouraged. 100 0 0
47. You can learn a lot about children by
watching them. 100 0 0
00
• Children should eat food they don’t like. 20.3 1.2 78.5
49. Children learn a lot from each other. 100 0 0
50. Children's friends are often more impor-
tant to them than their parents. 74.7 2.5 22.8
51. Good parents spend a lot of time with their
children. 77.4 3.2 19.4
52. My parents made a lot of mistakes when
raising me. 57.6 3.6 38.8
53. It is more important to praise a child
when he/she does something well than to
punish him/her for a mistake. 94.7 0 5.3
54. Good parents ignore their children’s
shortcomings 20.8 2.6 76.6
55. You can learn a lot about children by
talking to other parents. 65.7 5.7 28.6
56. Children need to feel that the things
they do are important to their parents. 100 0 0
57. Children need to feel that they can
accomplish things even without their
parents help. 100 0 0
58. Children need to make and build things. 100 0 0
67. Children learn best when given freedom
to choose what they should learn. 82.7 4.0 13.3
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68. A child will do better in school if his/her
parents take an active part in the program. 8/ .5% 2.5% 10.0%
69. School has more influence than home on a
child's development of values. 5.7 2.9 91.4
70. Process is more important than product. 74/6 10.1 15.3
71. Children learn best when placed in a
learning situation with other children
of similar ability. 26.2 11.5 62.3
72. The function of education is to teach a
child how to learn. 95.7 1.1 3.2
73. In addition to skills, there is a certain
body of knowledge that everyone needs to
know. 84.3 2.2 13.5
74. All skills should be learned in an orderly
sequence if they are to be learned
successfully
.
24.3 16.2 59.5
75. Knowledge cannot be divided up into neat
categories. 97.1 1.9 1.0
76. I would consult an "expert" with a degree
in a certain subject before I would consult"
a friend whom I felt knew a lot about that
subj ect
.
5.9 2.0 92.1
77. A child's learning is best assessed by direct
observation. 84.7 8.2 7.1
78. Making mistakes is an important part of
learning. 100 0 0
79. Effort is more important than achievement. 87.5 3.7 8.8
80. Each child has his/her own rate and style of
learning. 100 0 0
81. Self confidence is the basis for effective
learning. 97.3 0 2.7
82. Children are capable of making decisions
abput their own learning and should be
allowed to do so. 89.5 3.9 6 .
6
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83. It is important for children to spend some
time each day working on basic skills
(reading, writing, math). 89.8% 2.2% 8.0%
84. Stopping class activities to deal with
children's personal relationships is not
a waste of time. 0 100
85. A planned physical activity should be
compulsory for all children. 73.4 3.2 23.4
86. Some form of physical activity should be
compulsory for all children. 76.0 6.3 17.7
..
'



